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ABSTRACT 
Business and industry continue to assume more 
responsibility for educating and training their employees. 
Human resource development has become a function in its own 
and its role in business is now becoming a part of 
overall corporate strategy. However, business cannot do all 
the work alone and in many cases must seek outside help to 
provide educational services. Colleges provide some of these 
services but their share of the overall market is very small. 
Throughout the review of literature, businesses have 
gone on record complaining that colleges are not doing all 
they can to help prepare students to take a role in the world 
of work. They feel this situation exists due in part to an 
anti-business attitude on the part of college staff and in 
part to an overall erosion of education quality. However, 
very little has been written about how educators feel in 
respect to working with business. 
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This study analyzes opinions of administrators, faculty 
and chairpersons from Connecticut’s major colleges and 
universities to seventeen questions pertaining to the subject 
of collaboration and cooperation with business. The 
questions were drawn as a result of several pilot studies 
conducted with Connecticut educators and as a result of 
issues drawn from the review of the literature in the field. 
Educator's opinions were compared on the basis of current 
position and demographics including education, age, tenure 
and experience. A one-way analysis and crosstabulation of 
the data gathered from the 82% return of questionnaires from 
respondents resulted in some interesting conclusions. 
Connecticut educators, in general, were not opposed to 
working with business in meaningful ways. It seems, however, 
there is a lack of communication between the two communities 
that must be addressed before more effective collaboration 
and cooperation can take place. 
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CHAPTER I 
INTRODUCTION 
Throughout history, since the founding of higher 
education, there has been a working relationship between 
colleges and businesses. It has, however, been a difficult 
relationship at best between two different philosophical 
orientations. Yet their interrelationship is clear and 
"without question, our society and the quality of life it 
engenders is shaped, and greatly so, by these twin forces" 
(Wilson, 1980, p. 1). Business and education are 
interrelated and yet independent, each claiming a different 
mission yet dependent on each other. Businesses have human 
resource needs and historically have depended on educational 
institutions for help. Educational institutions, in part, 
have looked to business as a validation for their work. 
"Good business connections are, needless to say, also 
invaluable in helping to place qualified alumni in high 
paying careers" (Ryan, 1980, p. 8). 
Even so, it is obvious this relationship is not an ideal 
partnership. "There persists a strained gap between them, 
not unlike two nations eyeing each other, knowing that each 
is dependent upon the other but suspicious of one another's 
motives" (Wilson, 1980, p. D- Although the educational 
needs of business continue to grow, especially in those 
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businesses on the cutting edge oE industry, schools have 
allegedly remained reluctant to respond to these needs for a 
multitude of reasons. For example, a study of business views 
on this problem by Hungerford and Leidner revealed that 
"there is a lack of understanding by educational institutions 
of the purpose and role of private industry and vice versa," 
and that "education's responsibility to tax payers and 
corporate concern for stockholders are divergent loyalties 
that complicate cooperation" (Broderick, 1982, p. 28). 
Although there are several examples of movement toward 
cooperation in recent years "the prevalent mode continues to 
be that a group of faculty in spendid isolation identifies 
what it believes to be an external need, designs what it 
considers to be the best way of meeting it, and then tries to 
interest individual and corporate clients. That simply does 
not work, and is resented as an example of academic 
arrogance" (Lynton, 1981, p. 15). 
It seems that even in the areas of basic skills, 
reading, writing and arithmetic, that college graduates do 
not meet the standards of business. With their regular 
orientation courses, many companies have been forced to 
provide basic remedial instruction for recent college 
graduates (Lynton, 1981). It is not surprising, therefore, 
that businesses have begun considering training and education 
as one major way of confronting some of these issues. Levels 
of involvement in training and education vary from industry 
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to industry but there is no question that an extensive 
educational training "shadow institution" has developed 
principally from businesses' need to translate the general 
skills of the newly hired employees into more particular job 
competencies, and to ensure the continuing adaption of its 
workforce to new knowledge and technology" (Lusterman, 1977, 
p. ix). It does not end here. Many companies with their own 
established educational programs are selling courses at all 
levels to other companies as well as training prospective 
employees with no previous college education. 
More and more industries are criticizing educational 
institutions for not complying with their needs for providing 
qualified employees. Companies such as Wang, Digital, 
Electric Boat, Xerox and Aetna have all started or are in the 
process of starting credit and degree granting "shadow 
institutions" to compensate for the lack of skilled manpower. 
The questions this activity raises could have a monumental 
impact on established educational institutions. Is this a 
stop-gap measure to allow schools to catch up or is this a 
growing trend to worry about? As Norma Glasgow, Commissioner 
of Higher Education for the State of Connecticut stated in 
her closing remarks to the audience of educators and 
businessmen at a conference on higher education, "I can 
remember a conference I went to about fifteen years ago at 
which there was a lot of discussion about non-traditional 
education and new trends in education, and someone said, 
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laughingly, 'you know we may live to see the day when our 
grandchildren will get a Ph.D. from IBM.' Everyone laughed. 
None of you is laughingl" (Glasgow, 1982, p. 61). 
The importance of collaboration to the business and 
economic needs of the State of Connecticut are obvious. Many 
studies have been done by the State to discover what can be 
done to alleviate the employment problems of the State 
collaboration and cooperation between businesses and 
public and private institutions in the State. This has not 
been an easy task nor has it been completely successful, 
because business and education have been reluctant to 
cooperate in answering surveys and divulging future 
projections (Connecticut, 1980). There are territorial 
issues, preservation of job issues, and change issues that go 
beyond the need to realign business needs and available 
educational programs. "To encourage this collaboration the 
State will develop a comprehensive model, supported by the 
necessary legislation, regulations, funds, information 
networks and tax incentives...Without such a collaborative 
regional approach, the State will be hard pressed to meet the 
manpower needs of business and industry, to increase economic 
productivity and reduce unemployment" (Connecticut, 1981, p. 
11) . 
It seems traditional educational instutitions could be 
at a crossroad in their relationship with business. If 
existing institutions cannot or will not help with 
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businesses' growing needs for qualified employees, these 
industries will take it upon themselves to educate and train 
their own workforce as so many of them are already planning. 
Statement of the Problem 
Business and industry continue to assume more 
responsibility for educating and training their employees. 
Human resource development has become a function in its own 
right and its role in business is now becoming a part of 
overall corporate strategy. However, business cannot do all 
the work alone and in many cases must seek outside help to 
provide educational services. Colleges provide some of these 
services but their share of the overall market is very small. 
A 1977 Bureau of National Affairs, Inc. study looked at the 
way "113 organizations, 65 percent with 1,000 employees or 
more, 35 percent 1,000 or fewer," conducted training 
activities. "For first-level supervisors, 75 percent 
operated in-house training programs; nearly 67 percent had 
such programs for middle managers. University development 
programs had the lowest usage figures reported: only 6 
prcent used them for supervisors and 39 prcent for middle 
managers" (Craig and Evers, 1981, p. 39). 
Business has gone on record several times to complain 
about the lack of ability of the traditional educational 
In a 1977 Conference Board study of Education institutions. 
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in Industry, Lusterman found an overwhelming number of 
business executives think poorly of the present performance 
of schools and colleges. Only 12 percent of the executives 
of 600 companies surveyed thought that colleges did a good 
job in preparing people for work. This inditement was not 
founded on faults with vocational curriculum, but with the 
poor performance in "developing competence and skill in the 
use of language and the intellect" (Lusterman, 1977, p. 61). 
A great deal of literature also criticizes the 
unwillingness of academic institutions to work together with 
industry and other external clients in identifying 
educational needs and developing appropriate content and 
format. "Educators resist any hint of corporate intervention 
in campus affairs, particularly in the classroom. Meanwhile, 
frequent polls show a declining quality of information and 
respect between people in the two institutions. Both claim 
to be misunderstood by each other and by the public as well" 
("Corporate/College Communication", 1981, p. 1). According 
to Ernest Lynton, if academic institutions are to provide 
even a fraction of the broad array of necessary programming 
in the business community, they must develop more flexible 
and responsible administrative policies and procedures 
(Lynton, 1981). 
Some feel higher education has a lot to learn about 
being a good partner with business. Ernest L. Boyer, 
president of the Carnegie Foundation for the Advancement of 
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Teaching, put it this way: "Creativity can be dampened from 
within the academy as well...Does the very organization of 
academic life into disciplines and departments discourage 
certain lines of inquiry and prohibit the asking of bold 
creative questions? Does the academy's own rules and 
culture, which discourage discourse with the nonacademic 
world, restrict the quality of our work? Today, because of 
the shrinking academic market, we are losing the problem 
finders of the future" (Boyer, 1980, p. 4). 
Academics on the other hand, complain that corporate 
needs are defined by their narrow task orientation. "All 
expenditures of time and money must be justified in terms of 
the ultimate goal of profitability, toward which training and 
development are only the means" (Lynton, 1981, p. 69). Yet 
there are times when colleges and companies compete with each 
other through programs with similar training and educational 
objectives (Ohio, 1982). There is also the fear of confusing 
training with education and the ultimate corruption of the 
educational role of the academy. However, in some areas the 
distinction between training and education has become 
somewhat hard to maintain. "Non-collegiate organizations 
have moved into 'education' almost as fast as colleges.. .have 
moved into 'training,' and the distinction is now blurred 
beyond usefullness - at least when applied to providers. 
Colleges are heavily involved in training as well as in 
education; and the programs of many companies contain as much 
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emphasis on theory, research, and personal development as 
any business school"(Cross, 1981, p. 5). 
Clearly there are substantial barriers to enlarging the 
role of colleges in the corporate educational structure. it 
would appear to be mutually beneficial for colleges and 
businesses to work together to try and modify policies, 
procedures and attitudes in both sectors. 
Purpose of the Study 
It is-the purpose of this study to examine the opinions 
of educators to determine if there is a perceptual problem at 
the root of the difficulty between educational institutions 
and business working relationships. A great deal of effort 
is spent on criticizing the lack of cooperation between 
education and business, but little is written on the reasons 
for this discord from the traditional educator's point of 
view. It is important, therefore, to investigate the 
opinions of college administrators and faculty toward 
collaboration and cooperation with business. There are 
conceivable differences in opinion toward this cooperative 
venture even between administrators and faculty. 
Administrators are hired to keep the colleges operating 
efficiently and economically and still try to preserve the 
intellectual mission of the institution. Faculty, on the 
other hand, prefer the role of gate keeper to intellectual 
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freedom, choosing teaching and research in an environment 
free from the pressures of the marketplace. Each may view 
the request from the wealthy business community for help with 
the perpetuation of profit in very different ways. There is 
a need to more clearly understand their views in this 
inevitable relationship with business. It is these views 
that will help shape the future educational environment and 
mold the structure of the relationship with the business 
community. It is hoped that the results of this study will 
bring us closer to a clearer understanding of an equitable 
solution to the issues surrounding this relationship between 
education and business. 
Rationale and Significance of the Study 
There are several reasons for this study. It seems most 
of the literature expresses the views of business in the 
collaborative relationships with education but very little is 
written about the educators point of view. This study will 
hopefully reveal how educators in the State of Connecticut 
respond to -some of the popular issues raised by business. 
Also, according to a recent study done by the Governor's 
Commission on Higher Education the future looks rather bleak 
for many of Connecticut's tax supported and independent 
regional colleges. According to the Commission s projections 
of future enrollemnt patterns, "individual institutions are 
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vulnerable to demographic change to different degrees, 
depending on the recruitment area of freshman, admissions, 
standards, tuition, and the relative demand for available 
positions among other characteristics." Major private 
institutions as well as the University of Connecticut are 
expected to overcome the negative demographic impact. The 
four-year regional independent institutions, on the other 
hand, will be less successful in stemming declining 
enrollments "as students currently attracted to these schools 
may shift to more selective institutions" (Connecticut, 1982, 
p. 71) (See Appendix I). The Commission reports that the 
area of strength for the regional independents will be the 
adult market. The four-year state schools will probably lose 
students to the more selective schools as well and the 
regional community colleges may lose students as a result of 
increased competition for the adult market. 
This would indicate that new markets would be essential 
to the survival of these institutions. The on-site model is 
a relatively new phenomenon in Connecticut, growing in 
popularity as a way to overtly express interest in the 
educational needs of business as well as provide an 
aggressive marketing tool used to secure new students through 
company sponsorship and support. "The trend serves the 
mutual interests of colleges faced with declining campus 
enrollments through the 80's, companies seeking to broaden 
the education of their workers, and employees who lack either 
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money or time to pursue higher education on their own. This 
is the trend of the future. It makes sense to offer courses 
where students are" ("Earning Degree at Plant," 1980). The 
market, however, is relatively untapped, with fewer than five 
percent of all companies with 500 or more employess offering 
on-site programs ("Earning Degree at Plant," 1980). These 
programs not only offer a way to balance declining campus 
enrollments but provide a strong working relationship with 
business. Several major "Fortune 500" companies in 
Connecticut have indicated that they give more money in gifts 
and scholarships to colleges that provide this service to 
them than to colleges that do not. Yet nothing has been 
written about how educators perceive this model. 
A study is needed to look at opinions of educators 
toward the issues involving collaboration and cooperation at 
this level and in general. This study could help the 
education and business communities to better understand how 
to deal with some of the important issues and possible 
obstacles surrounding their working relationships. 
Theoretical Rationale 
Most colleges tend to have some activity designed to be 
delivered to the business community in many areas such as 
computer science, accounting, and management training. 
However, the basic criticism of business toward most of these 
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efforts extended by colleges is that they are not practical, 
real world, or task-oriented. Colleges traditionally tend to 
the philosophical aspects of education, while business needs 
demand a more rigid, narrow task orientation. Even so, 
colleges have bent to the pressure by providing the business 
community with counsel, programs, and classes, to try and 
meet the growing demands for more training and education. 
This activity, however, has not been altogether successful in 
the minds of businessmen. As Dr. Jeremiah J. O'Connell 
reflects: "A lot of my colleagues in the business world have 
complained to me that getting a university to adapt its 
courses to meet the needs of the corporate world is a little 
like moving a graveyard" (Ryan, 1980, p. 8). 
The philosophical differences of the two factions is a 
key element in this reluctant relationship. Traditionally, 
education was built on idealism, the perfectable man, 
morality, and even religion. The business community is built 
on the ability to make money with human welfare as only a 
possible by-product of the success of paying wages, and 
paying higher dividends. "The inability of a good part of 
the business community to articulate idealism is most 
distressing because in our contentious and litigious world, 
performance is often not enough. Legitimacy is needed, 
legitimacy rooted in the belief that the job being done is 
not only important but right...To the extent that business is 
established for the 'exploitation depicted as an institution 
of man by man for the maximization of profits' without an 
appreciation of the idealism on which capitalism is built, 
business can expect only further skepticism and even 
hostility from the public" (Bunke, 1981, p. 8). 
Colleges are caught in an economic dilemma. 
Traditionally they have been perceived as the bastion of 
intellectualism, research facilities and institutions which 
protect and perpetuate the ideals of clear liberal thinking. 
Within the last decade, however, more pressure has been 
applied on them to redefine their mission and purpose. More 
and more business leaders and government officials have 
criticized, bribed and cajoled colleges to become training 
grounds for the business community. 
There has been obvious resistance on the part of 
colleges to this pressure. There is an element of 
self-preservation which fights for the traditional ideals 
which are the foundation of the academic community. However, 
economic survival needs of the non-profit institutions have 
forced a compromise (possibly tinged with resentment) toward 
complying with this pressure. Especially in the recent past, 
with the decline of tuition support, colleges have been 
forced to seek funds to maintain solvency. Outiight gifts 
are harder to come by in a slow economy although this is the 
ideal form of support. There are generous funds available 
through business and government but these are tainted by 
conditions which are .earmarked to meet certain needs of 
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special interest with the promise in return to introduce 
real world values from which colleges should benefit. 
There was a time when there was a wider separation 
between merchants and intellectuals and a greater respect for 
the differences in philosophies. Wealthy merchants like Yale 
and clergymen like Harvard left money to create institutions 
which harbored non-profit thoughts. Schools like Wesleyan 
were established as sanctuaries for liberal thought and 
intellectual and religious freedom. These institutions 
produced the teachers and ministers that perpetuated this 
attitude. Then came the land-grant colleges designed to 
improve the eco-structure and maintain the agro-base of this 
nation. Eventually land-grant institutions provided an 
opportunity for the mass of the working class to educate 
themselves beyond the mandatory elementary and secondary 
system. Although these schools were born through a perceived 
social and economic need, there was a great deal of 
resentment and consternation toward them on the part of the 
established private schools like Dartmouth. These schools 
saw the land-grant colleges as a corruption of the ideals in 
which they believed. The working class could not enter this 
world of liberal thought with dignified grace. Nevertheless, 
the inevitable took its course, the common man was to be 
educated. Traditions die hard, however, and the new colleges 
were taught by the old school scholars to preserve the 
sanctuary they had established and grown out of. 
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Some of the graduates of these new schools, however, 
became merchants and began to alter the traditional mission 
set forth by traditional educational doctrines. Those who 
chose to remain in the academic setting believed more in the 
academic ritual than in the mercantile profit system and 
continued, for the most part, to emulate the founders of the 
traditional liberal arts thinking. The population grew and 
pressure increased to educate all those who chose to go to 
college. As money became more available for this purpose 
through government aid like the G.I. Bill, grants, 
fellowships, scholarships and through salaries, schools grew 
in number and size. Demands for different forms of education 
like law, engineering, and business grew as well and the 
complexion of the original liberal arts mission and 
establishment inevitably changed. 
College graduates became businessmen and imposed their 
beliefs that their subordinates should also be college 
educated. The rules for employment began to change. More 
education was required for employment. Finally degrees in 
different fields emerged to accomodate the emerging demands 
for employment. However, the struggle to maintain a distinct 
intellectual climate by the colleges did not diminish. 
As business and government became more defined in 
purpose and structure, more demands were made for 
accomodation to these changes from the educational community. 
College entrance requirements began to change, more, and some 
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believed less qualified individuals were accepted by schools 
in part because of the demand for better educated employees. 
With any giowth of this magnitude repercussions are 
inevitable. Stringent requirements Eor degrees changed as a 
result. Graduates of some schools no longer wore the liberal 
arts cloth, were not educated in the traditions of language 
and philosophical thought and escaped the rigors of science 
and mathematics. Some become teachers and some businessmen, 
but both believed they were "educated." 
However, throughout this dimunition of the tradition of 
liberal arts came complaints from the business community that 
college graduates no longer could think clearly or even 
enjoyed the ability to communicate effectively or understood 
the rudiments of mathematics and language skills. Of course 
the blame was placed squarely on colleges which produced the 
elementary and secondary teachers as well as the work force 
for business. 
Business began to make more demands not only to produce 
more college graduates with narrowly defined degrees in 
specialized fields, but again to begin teaching the rudiments 
of educational tradition. College education became more 
complex trying to both educate in the liberal arts tradition 
and simultaneously train for employment. Frustrations grew 
in both the academic community, because of the lack of time, 
proper facilities, and money to comply with all these 
demands, and on the part of the business community which 
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could not afford to wait for colleges to change and comply 
with their increased demands. 
The outgrowth of this struggle was a new form of 
educational institution called by some the "shadow 
institutions" run by the businesses themselves. Training for 
work competency has always existed in business on some level 
(on-the-job training, company schools and institutes) but 
these new institutions are different. Born out of the 
increasing needs for a more competent work force with degrees 
in new technology, and out of the complaints that colleges 
were not capable of or interested in teaching rudiments and 
criticism that colleges perpetuated antiquated teaching 
methods, and in many cases were not willing to make education 
relevant to business needs, some businesses took on the 
responsibility of teaching their own employees (Lusterman, 
1977) . 
Throughout this history, most educational institutions 
have remained undaunted in purpose and mission and are viewed 
as reluctant to directly cooperate with business. Even 
though some concessions have been made, the tenacity with 
which institutions fight for the preservation of their 
freedom from these external forces has diminished very little 
over the years. In a recent conference at Wesleyan, Aetna 
and General Electric representatives talked about their need 
to collaborate with area colleges. Both Colin Campbell, 
president of Wesleyan, and John DiBiaggio, president of the 
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University of Connecticut, warned that their colleges should 
never forget that their first allegiance is to their 
educational values and goals and should leave the 
responsibility for training to industry (DiBiaggio and 
Glasgow, 1982). Although most colleges have established 
non-academic departments of continuing education and other 
vehicles with which to temper the reproach of the external 
community at an arms length, and to comply with the demand to 
accomodate the non-traditional students, there is a strong 
traditional core on every campus which is preserved and 
protected from the direct assault by outside forces. 
If the "shadow institutions" continue to evolve, they 
may be faced with similar problems facing colleges. They 
will, however, have an impact on the traditional college 
community. This impact may come through diverting students 
who would have normally chosen the traditional college path; 
more attractive alternatives for teachers who in the past had 
only a few outlets for career opportunities; through 
diverting funds normally set aside as gifts to colleges; and 
even through continued pressure for help in program 
development and course evaluation, classroom staffing and 
research support. 
Definition of Terms 
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Collaboration: When business and educational 
institutions have equal input in 
program and curriculum development. 
Cooperation: The accomodation of schedules, 
location and personnel restrictions 
and limitations. In this case it 
also includes applying appropriate 
teaching techniques for working 
adults. 
On-Site Classes: Classes conducted by colleges at 
business sites. In the case of this 
study these classes strictly pertain 
to credit classes and degree 
programs. 
Shadow Institutions: Educational and training programs 
(Parallel Educational conducted by the business community. 
System) In many cases these programs offer 
credit either by contract through an 
educational institution or directly 
through a board of higher education. 
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On-The-Job Training: Training and experience acguired 
through employment. This training 
is conducted in classrooms and work 
settings at a business location and 
could be equal to or exceed the 
requirements set for similar 
instruction in a formal educational 
setting. 
Quality 
(Keeton, 
2. be taught by faculty skilled in 
content and delivery, 
3. ensure mastery of facts, 
terminology, and basic concepts, 
4. instruct in the use of that 
mastery to draw inference, 
5. prepare students to apply 
knowledge in real world 
experience, 
6. employ continuous evaluation and 
of Education: Courses should: 
1979) 1. have clearly articulated purpose, 
feedback. 
Limitations of the Study 
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Any effort to generalise the findings of this study will 
have to take into consideration the following limitations. 
1. This study will be limited to four-year institutions 
with both undergraduate and graduate programs offered on a 
Part-time basis for working adults. 
2. The sample of administrators and faculty will be 
taken from only schools of business and arts and science at 
public and private colleges in the State of Connecticut. 
3. Whether or not faculty were unionized was not deemed 
important to the opinions they hold about the issues 
surrounding collaboration with business. 
4. Although external political influence over 
institutions can be important to the institution's ability to 
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respond to business needs, it is not an important issue in 
the individual opinions of educators toward business. 
5. Since Connecticut is a small state with an abundance 
of businesses, the geographical location of individual 
institutions was not deemed important. 
6. Connecticut is an economically sophisticated state 
containing more "Fortune 500" company headquarters than in 
any other state. Thus the demand for highly educated 
manpower is intense. 
7. The people who have been attracted to the State of 
Connecticut by the abundance of the above mentioned companies 
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demand a quality of life which includes educational 
opportunities and cultural advantages. 
CHAPTER I I 
REVIEW OF THE LITERATURE 
— History of Organized Adult Education in the United States 
American ^higher and adult education is not a static 
industry. Its history is filled with change influenced by 
social needs and national and international developments. 
The first permanent American institutional form of education 
to be created was the university. In the United States in 
1636 the puritans started our first university, Harvard 
College. Shortly after in 1642 a Massachusetts law held 
parents and masters responsible to teach the young to read 
and write (Knowles, 1960). 
The earliest record of a uniquely adult educational 
institution that has survivied the passage of time is when 
Benjamin Franklin started the Junto in 1727. This 
organization was dedicated to continuing self education. "We 
may count the American Philosophical Society, The Franklin 
Institute, the University of Pennsylvania, the first American 
public library and the first Philadelphia Mutual Fire 
Insurance Company as offshoots of the talks at this club" 
(Knowles, 1976, p. 10). It was in 1731 that Franklin started 
the subscription library. Because of this and his perpetual 
compulsion for self-improvement which has infracted the 
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American way of life, Franklin can be considered the father 
of Adult Education. This was a period in which a major adult 
educational undertaking took place with the transformation of 
an entire population from subjects to citizens. The concept 
of university extension could be said to have been originated 
by Benjamin Silliman of Yale College. In 1830 Silliman 
taught classes on a circuit to many communities which by 1859 
included Pittsburg, New Orleans and St. Louis. 
In 1820 the opening of the Mechanic's Apprentices 
Library in Boston and the New York Merchantile Library 
complimented and enhanced the educational opportunities 
afforded these technicians by their newly founded institutes. 
Inspired by the founding of the Franklin Institute in 
Philadelphia in 1824, the Lowell Institute and Cooper Union 
were established. In 1836 the Lowell Institute was founded 
in Boston especially for the purpose of supporting public 
lectures. Cooper Union was established in New York in 1859 
"to provide free courses of instruction in the application of 
Sciences and Art to the practical business of life"(Knowles, 
1960, p. 9). Both institutions still exist today. 
Another creative venture in Adult education in this 
period emerged in Derby, Connecticut in the form of a lyceum. 
In October, 1826 Josiah Holbrook organized an educational 
society that would eventually have a national network. In 
1831 a delegation representing over 1,000 town lyceums met in 
New York City to organize the National American Lyceum. This 
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was a very ambitious venture which spread by 1835 to 3,000 
towns, 100 counties and 15 states. But after 1839 it is 
presumed to have failed on the national level. However, town 
and county lyceums continued to exist until about 1865 after 
which commercial "lyceum bureaus" took over the function of 
providing popular lectures to the public. 
The lyceum movement left a permanent mark in our 
American culture in the form of adult education. "it 
demonstrated the feasibility, of an integrated national system 
of local groups organized primarily for adult educational 
purposes' (Knowles, 1960, p. 10). It perfected the lecture 
form technique later used by the Chautauqua, university 
extension and public forum movements. 
Also during this period free publically supported 
libraries began to emerge starting with one in Peterborough, 
New Hampshire in 1833. The most renown example was the 
opening of the Boston Public Library in 1852. By the 
beginning of the Civil War public libraries had become an 
integral part of our social system many beginning with 
philanthropic donations. 
Many voluntary associations and agencies developed in 
the name of education. The Young Men's Christian Association 
1851, the United States Agricultural Society in 1852, the 
Young Women's Christian Association in 1855, and the National 
Education Association in 1857 all gave an indication of 
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future direction of voluntary association development in this 
country (Knowles, 1960). 
Religious reading circles were the earliest form of 
organized adult education established by the Catholic Church 
in 1854. This grew by 1860 to include debating clubs, a 
mechanic's society and a library. 
Agricultural education was formally established in 1852 
with the founding of the United States Agricultural Society. 
By 1860, 941 agricultural organizations existed in this 
country. In 1862 with the passage of the Land Grant College 
Act (Mori11 Act) signed by President Lincoln and through the 
newly formed Department of Agriculture, the federal 
government provided support for Land Grant Colleges. This is 
a very important episode in the history of higher, adult and 
continuing education. The Morrill Act "provided endowments 
to each of the states to establish colleges of agriculture 
and mechanic arts" (Shannon and Schoenfeld, 1965, p. 45). 
This single act provided the seed money and support which 
helped create some of our finest universities and laid the 
foundation for the establishment of the most extensive adult 
education program ever created - the Cooperative Extension 
Service. The Department of Agriculture itself became in many 
ways a national university with a network of experimental 
stations (the Land Grant Colleges) throughout the country. 
It became one of the nation's largest publishers, assembled a 
staff of some of the countries best scientists and acted as 
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an agent of the newly established agricultural schools 
(Shannon and Schoenfeld, 1965). 
On another front, the already established network of 
educational groups including the lyceums, educational 
associations and school societies, helped establish and shape 
our national educational system from 1825 to 1850. Up until 
this point in time the home and church were held responsible 
for the education of our young as stated in the Massachusetts 
Law of 1642. But the idea of a truly universal education was 
basically only accepted in theory, however, "there was strong 
opposition to the idea of universal public education 
supported by taxation." Compliance with the law was 
generally in the form of volunteer and private-profit making 
tutorial establishments called "Grammar Schools" or 
"Academies." They provided a penalty for non-compliance. 
Every town of fifty householders hired and paid for a 
teacher, and a town of a hundred or more householders had to 
provide a grammar school. Non-compliance wrought a penalty 
of five pounds (Cubbe'rly, 1948) . This activity provided 
education on the primary levels in general and on the 
secondary level, inconsistently, with no law as of yet 
requiring attendance. Secondary schools at this time were 
not required by law and were conducted privately "modeled 
after the classical schools of Europe... designed for the 
upper classes who could afford tuition and for a few poor 
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boys who were given a free education briefly to prepare for 
the ministry" (Knowles, 1976, p. 7). 
The issue of general taxation for public education would 
not be settled until 1850. (Even today this issue is not 
resolved as is evident by the Propositions 13 and 2 1/2.) 
The battle was fought esstentially between 1825 and 1850. 
Public interest was aroused and citizens were stimulated to 
study and discuss the issues through the activities of 
hundreds of school societies, lyceums, and educational 
associations. (Knowles, 1960, p. 13). Men like Horace Mann 
traveled all over the country promoting the idea of a 
national universal public education system. 
Although the first high school was established in Boston 
in 1821, it wasn't until the Massachusetts Law of 1827 
requiring towns of five hundred families or more to establish 
a high school that the momentum seriously began (Knowles, 
1976). By 1850 the battle extended to include a free public 
high school as well and by 1860 there were enough supporters 
to begin making his dream a reality (Cubberly, 1948). 
The public evening school, the forerunner of what was to 
become the formal roots of what we now call adult education, 
also appeared during this period. There are a great deal of 
discrepancies in the definition and dates for these schools. 
This may be due in part to the fact that some were private 
and others public. "New York City is usually credited with 
opening the first evening elementary school in 1833" 
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(Knowles, 1976, p. 27) and Cincinnati with the first evening 
high school in 1856. They were also highly unstable and 
informal in the beginning years. These schools accomodated 
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both elementary and high school students and usually were 
attended by those who could not attend day schools. They 
were established primarily for working youth (child labor 
laws were not yet established), usually boys, and the 
curriculum was generally that of the day school counterpart 
(Knowles, 1960). Later, after the Civil War, these evening 
schools would become one of the most important institutions 
for the education of adults. The United States went through 
a series of dynamic changes between the Civil War and the 
First World War. This was a period of heavy immigration and 
industrialization. The population swelled from thirty 
million in 1860 to over one hundred million in 1920. New 
cultures were introduced into this country and the society 
was changing from agrarian to industrial. With the changing 
character of the country came the incredible challenge for 
adult education. 
A spirit of experimentation and growth created new 
institutions like the Chautauqua Institution. Initially 
conceived as a pan-denominational normal summer school for 
Sunday school teachers in 1874, the Chautauqua idea grew to 
become a national scale program. "In 1878 the first 
integrated core program of adult education organized in this 
country on a national scale came into being. The Chautauqua 
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Literary and Scientific Circle (C.L.S.C.) which provided a 
four year program of home reading in history and literature 
carried on in connection with local reading circles" 
(Knowles, 1960, p. 15). It also developed a series of summer 
schools in many disciplines and an extensive lecture series, 
concerts, plays, conferences and social interest clubs under 
the directorship of Dr. William Rainey Harper. When Harper 
later became the president of the University of Chicago he 
carried the idea of home study with him and established a 
correspondence division at the University. Not only had the 
Chautauqua correspondence and extension school idea caught on 
across the nation's colleges but by 1910 the summer session 
became part of most university schedules around the country. 
The Smith Lever Act signed by President Wilson in 1914 
established the largest adult education service ever created 
- the Cooperative Extension Service. Under this act "each 
state was to receive $10,000 in federal funds each year, with 
additional amounts added in proportion to the size of its 
rural population, upon the presentation of a satisfactory 
state plan for the operation of an extension division in its 
land-grant college" (Knowles, 1960, p. 17). The states acted 
quickly with programs that would take agricultural science 
deep into rural' America and help establish us as one of the 
most agriculturally productive countries in the world. 
Up to this point, colleges were primarily private and 
upper class. These included Harvard 1636, William and Mary 
31 
1696, Yale 1701, Princeton 1746, King’s College (later 
Columbia) 1754 and the University of Pennsylvania 1755. 
These schools did not take care of the general public's need 
for higher education or adult education. Technological 
progress created a demand for a more sophisticated labor 
force and organized men into labor unions which championed 
national public education. The strong opposition to what 
seemed to be a caste system was reflected in the election of 
Andrew Jackson for President in 1828 (Knowles, 1976). By 
1860 there was no doubt public high schools would succeed. 
With the development of a national school system at the 
elementary and secondary levels came the concern for 
increasing demand for institutions of higher learning. By 
1800 it was estimated that two dozen private colleges existed 
in this country. "Specifically, they were seen as being too 
aristocratic in nature and representing the interests of 
special sects and factions rather than the interests of the 
state as a whole" (Knowles, 1976, p. 30). 
State legislatures continually tried to take over 
private institutions with great difficulty. Finally in the 
1819 Dartmouth College decision, the United States Supreme 
Court declared the private school charters should not be 
impaired. Although Congress had set aside land for public 
education in 1787 only a few institutions developed: 
University of North Carolina 1795, Georgia 1801, South 
Carolina 1805, and Ohio 1809 (Knowles, 1976). After the 
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Dartmouth College decision and in the face of emminent 
opposition from private institutions, the movement to 
establish state-run institutions began in ernest in 
twenty-one states by the time of the Civil War. Finally the 
Land Grant College Act laid the foundation for establishing 
public institutions that would eventually provide one of the 
best public systems of higher and adult education in the 
world. 
The new role for colleges was not without its critics. 
The same remarks we hear today about degrading the 
educational institution by becomiong directly involved with 
constituents outside the "sacred walls" of the institution 
were heard then as well. For example, when the Wisconsin 
Legislature received a request for a large appropriation for 
extension development, critics including Wisconsin's own 
university professors, not only resented the request but 
lambasted extension as unworthy in an institution of the 
caliber of Wisconsin (Rosentreter, 1957). "Some faculties 
still accuse their extension colleagues of 'soft pedagogy', 
and try to limit the number of extension credits that may be 
applied toward a degree..." (Shannon, 1965, p. 67). In some 
cases the critics are right if extension work merely 
functions as a vendor of courses without thought to quality. 
The critical factor, however, is in maintaining institutional 
standards not whether courses are taught on or off campus, 
for traditional or non-traditional students. 
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However, community pressure for services from the 
university dealing with real not theoretical problems and 
economics could not be avoided or resisted. Wealthy 
merchants have left money to bring university resources to 
businesses and communities. Teachers petitioned universities 
to offer classes convenient to their professional pursuits, 
and businesses have historically requested that universities 
teach industry related courses at their sites (Knowles, 
1976). In the end extension divisions have enjoyed the 
support of business and labor and ensured the request for 
appropriations. 
Industrial worker education accompanied the rapid 
economic expansion that took place after the Civil War. 
Although trade societies existed before the Civil War, the 
labor movement as we know it, did not come into existance 
until after the surrender of Appomatox. After a succession 
of attempts to federate local unions like the National Labor 
Union (1872) and the Noble Order of the Knights of Labor 
(1869) had failed, the American Federation of Labor was 
founded in 1881. However, Samuel Gompers distrusted 
intellectuals to such an extent, organized labor did not 
realize its educational potential until the economic upheaval 
of the depression years. 
The major activities in worker's education during the 
turn of the century took place outside the mainstream of the 
major labor movement. Highly specialized institutions 
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developed including the Bread Winner’s College in New York 
(1898) and the Rand School of Social Science in New York 
(1906). "More indicative of future trends was the 
organization of permanent educational departments by the 
International Ladies Garment Worker's Union in 1916 and by 
the Amalgamated Clothing Worker's Union three years later" 
(Knowles, 1960, p. 17). With the industrial revolution came 
the need for a more highly skilled labor market. "By 1915 
the State of Wisconsin pioneered with legislation providing 
for an organized system of modern apprenticeship, and 22 
years later the federal government followed with the 
Fitzgerald Act, the essential provisions of which remain to 
this day" (Clark and Sloan, 1958, p. 5). This act meant that 
under the guidance of the Department of Labor national- 
standards were set for instruction, wages, supervision and 
evaluation. "As a result, apprenticeship programs are today 
contributing liberally to the need for both skilled workers 
and supervisory talent" (Clark and Sloan, 1958, p. 5). This 
is a landmark event where industry had taken the initiative 
of providing more comprehensive education they desperately 
needed in an expanding economy that no public or private 
educational secondary level institution could provide. Thus 
the corporation school came into existance. In 1913 the 
National Association of Corporation Schools was organized and 
later merged with the American Management Association in 
1922. A wide variety of educational approaches were used, 
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full time study, and a combination of classroom and factory 
work. Classes ranged from technical industry relevant 
subjects to subjects taught in public schools. They lacked a 
great deal in cultural development but the corporation 
schools attained their objectives. "Business training paved 
the way for many promotions, the quality of production 
improved, and labor turnover,was better controlled, while 
waste and the number of accidents were reduced" (Clark and 
Sloan, 1958, p. 7). This became the best path to a 
successful career in industry. 
A broad role for continuing education in business and 
industry began to occur in the 20's. In April, 1921 the 
Worker's Education Bureau was organized as a national 
clearing house of information about worker education deriving 
its principle support initially from the "contributions of 
individuals and foundations, especially the General Education 
Board and the Carnegie Corporation" (Knowles, 1976, p. 107). 
There was significant educational activity in business at 
this time and it would only slow down with the coming 
economic disaster. In June, 1928 at the Congress for the 
Study and Improvement of Human Relations and Conditions in 
Industry, a statement was made that "the most significant 
fact in American industrial and professional life at present 
is this steady transformation of industry and the professions 
into educational institutions" (Mann, 1926, p. 56). With the 
post World War II economic and industrial expansion came the 
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resurgence and growth of education in industry. A number of 
forces increased the need for education in industry including 
the need for a more highly skilled work force to manage the 
new post war technology and managers who could understand the 
acceleration of technology and the subsequent change that 
accompanied it. Among these forces that have become even 
more prevalent today is the treatment of workers as human 
beings instead of just tools of the mass of labor (Barnard, 
1948). 
Resulting from these forces came significant 
manifestations in the role of education in the workplace. 
One certainly was the increase in the number of companies 
offering their employees educational opportunities. In 1948 
only half of the corporations of 3,000 or more employe6s of 
349 companies studied by Clark & Sloan had training programs. 
By 1957, 84.8 percent conducted some form of training (Clark 
and Sloan, 1958). Next, industrial management training was 
included with what began as worker skills training. This 
grew into separate auspices becoming responsible for specific 
training from the crafts through to executive development. 
With this expansion came the diversification of subjects 
taught in industrial and business settings. These courses 
were generally designed around the company. Of the companies 
studied 93.2 percent conducted orientation programs, 90.5 
percent management development, 85.4 percent human relations 
training, 67.9 percent technical and professional training, 
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and 15.8 percent foreman and supervisors, 77.7 percent junior 
executives, 70.6 percent technical and professional workers 
and 53.7 percent senior executives (Clark and Sloan, 1958, 
pp. 15-16). 
A more significant development which has continued to 
have a lasting impact on institutions of higher learning was 
the fact the business and industry began to encroach upon 
territory at one time exclusively that of formal educational 
instituions. These courses were not credit bearing and 
covered everything from leisure-time activities and business 
courses to the liberal arts (Clark and Sloan, 1958). They 
were either conducted independently or on-site through a 
university. This would become a growing trend in years to 
come. Industries during this period began to include 
classrooms in their renovation and building plans. Many like 
General Electric, Ford, General Motors, and IBM would 
eventually build separate educational facilities and hire 
permanent training staff. 
In most cases, however, the programs were company 
specific training in nature. Except for a few cases like the 
GM Institute, formal education, when needed, was developed in 
cooperation with formal educational institutions. Various 
arrangements for company sponsored programs evolved and still 
exist today. 
Universities went to war with the military. Funded by 
the United States Office of Education, millions of Americans 
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were educated through emergency manpower training programs; 
in just one year 90,000 people had gone through the 
courses...the new United States Armed Forces Institute, a 
mammouth correspondence-study college, drew on extension 
experience and added to extension prestige" (Shannon, 1965, 
p. 25). These programs introduced laborers to university 
outreach. During these years businesses also turned to 
extension for help in the work of their committee for 
economic development. The growth of collaboration between 
business and education has been enormous since World War II 
and was greatly accelerated during the war "by the 
cooperative experience between industry and education - under 
the stimulus of government - in the Training Within Industry 
and Engineering, Science, and Management War Training 
Programs" (Knowles, 1976, p. 82). 
It was not until World War II that the demand for 
support from thousands of factories and businesses and 
millions of workers outstripped the supply. To meet the 
problems of this new responsibility, industrial and military 
adult education and training programs became a major 
activity. "The 'J' programs, Job Instruction Training, Job 
Methods Training, and Job Relations Training were developed 
by the Manpower Commission as the 'Training Within Industry' 
program" (Risley, 1960, p. 196). Jobs at all levels from 
blue collar to supervisory skills were in great demand. 
There was a great shortage of skill and technology. Change 
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was prevalent throughout the nation. Factories had to retool 
from making domestic products such as lipstick cases to war 
goods such as bullet shells and weapon parts. There was an 
incredible growth of new industries and technology and 
management techniques during this period. Business and 
industry became very aware of what could be accomplished 
through education. There was a desperate need for management 
talent the corporation schools could not provide and industry 
began to look to the university for help. Between the 
devastating blow to industry in 1930, early retirements 
encouraged by the Social Security Legislation of 1935 and the 
loss of manpower due to the casualties of World War II the 
high demands on post war industry were very difficult to 
respond to. 
Throughout the expanding post war economy increasing 
economic pressures were placed on the growing universities. 
In order to meet rising costs more linkages with the outside 
world were established. Facilities were rented out to 
business and government and faculty became major resources to 
the government and community. Land Grant Colleges expanded 
their Cooperative Extension Service and general extension 
programs grew. "The Biennial Survey of Education indicates 
that enrollment in 'extension and correspondence' in all 
institutions of higher education rose from 101,662 in 1920 to 
843,923 in 1952" (Knowles, 1976, p. 84). Between the years 
1951-1952 it is estimated that "...60 million people 
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participated in courses run by the seventy-six member 
institutions of the National University Extension 
Association, with more than a million and a half taking part 
m organized and continuing instructional programs" (Morton, 
1953, pp. 133-134). in many institutions enrollments in 
adult education programs began to exceed the regular 
university enrollments. 
Another impact on universities in the post war years 
were the enormous enrollments of veterans under the 1944 and 
1954 Servicemen's Readjustment Act (G.I. Bill of Rights). 
This caused some unique problems for universities. These 
were not the average students of the past. They had enormous 
amounts of experience and exposure world wide and in many 
cases had maintained leadership roles in the service. 
Universities had to find a way to organize adult learning to 
not only recognize this achievement but to enhance it. In 
many cases, universities had to find a way to equate 
experiential learning with course credit. Even to this day 
there is no universal agreement establishing unilateral 
policy on standards for this measure. (See Appendix) 
The post war years saw increased activity in adult 
education by unions as well. During the New Deal the Workers 
Progress Administration (WPA) established programs in 
worker's education which demonstrated the need for continuing 
education for workers. Many of the trainers and teachers of 
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the WPA were later incorporated into the unions at the end of 
the New Deal. 
This was a period of growth and stability for unions 
with the evolution of collective bargaining and great 
universal recognition. Through its Department of Education 
the AFL-CIO developed community services, and worker welfare 
and human rights in general became union objectives. The 
cooperative relationships that were established with 
universities during the years of war training were 
strengthened in peace time. Unions began looking to adult 
educators for programs at all levels and for help in 
recruiting students and faculty and development of long-range 
educational goals. In 1951 the union's link with 
universities was further solidified through its Labor 
Education Committee and later in 1957 through the National 
Institute of Labor Education. The job of providing education 
in labor is overwhelming and even today it is the most 
underdeveloped constituency of adult education in the United 
States. 
Technological advances and the overwhelming amount of 
information in almost every area of industry has created a 
world dependent on continuing education. "Colleges and 
Universities are doing what they can to provide basic 
technical, managerial, and liberal arts training, as well as 
specialized instruction in graduate programs, seminars and 
institutues, but, the pace is so rapid that educational 
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institutions removed even one step from the reality of 
production are frequently lacking in both equipment and 
experience" (Clark and Sloan, 1958, p. 9). This statement 
was written in 1957 and is as true now as it was then. 
Large numbers of industries today conduct educational 
programs for their employees. One key factor that seems to 
have influenced the movement into management training 
programs by industry was the change of philosophy from 
relying on the mere chance of discovery of leaders to that of 
developing leaders. This phenomenon also pervaded the minds 
of university administrators to the point that leadership 
classes began to evolve on campuses throughout the country 
during the late 50*s and early 60's. Another reason 
industries began and continue to conduct their own training 
and education is that their educational needs far exceed the 
formal educational institution's ability to deliver. A third 
reason is the reoccuring internal training and educational 
needs make it more economical to hire and maintain training 
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staff. This allows for more control over the product in as 
far as design and delivery are concerned. Most training 
classes are company specific and the benefit of this 
arrangement is that it employs trainers, who are familiar 
with all the nuances of the company, to teach other 
employees. In many cases the trainers have worked in the 
subject field for many years and are familiar with 
company-specific approaches to the field. 
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Although there has been a continuous growth in adult 
education on university campuses in the past thirty years, 
college and university adult educators have been beset by a 
feeling that adult education is only a peripheral part of 
higher education. Even in the face of declining enrollments 
of the undergraduate full-time day student and with an 
increase in enrollments of employed adults, basic 
institutional budgets tend to fail to provide for such 
education. This quandry has been historically true as seen 
in a statement Liveright made in 1960: "This state of 
flux-active growth, countered by penetrating questions about 
the legitimacy of higher adult education and reluctance to 
finance it makes for an absence of institutional 
arteriosclerosis" (Liveright, 1960, p. 203). Lacking a 
universal statement or general agreement on the unilateral 
objectives of adult education, institutional objectives vary 
widely. 
In 1920 there were few voluntary organizations that 
specifically identified a separate mission for adult 
education. By 1959 a study revealed that "twenty-two out of 
thirty-three national associations surveyed were conducting 
intensive in-service training programs for their professional 
and volunteer workers in adult education methods" (Knowles, 
1976, p. 340). 
The Area Redevelopment Act (1961) and the Manpower 
Development and Training Act (1962) helped persons whose 
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unemployment was due to a geographical shift of needs for 
their skills. The Economic Opportunity Act of 1962 
established the Adult Basic Education Program which offered 
persons over 18 years of age opportunities to develop basic 
skills in reading, writing and mathematics to improve their 
chances for employment. The Adult Education Act of 1966 
established adult basic and secondary educational programs in 
each state. From this act evolved the National Advisory 
Council on Adult Education in 1970 which was mandated to 
advise the Commissioner of Education on general regulations, 
policies and procedures to avoid duplication, coordination of 
education activities and services, assess effectiveness 
of programs and services, and help write annual reports to 
the President on findings and recommendations. "For the 
first time in history the federal government had established 
a national body with express authority to influence national 
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policy regarding adult education" (Knowles, 1976, p. 313). 
It must be remembered, however, that the growth of adult 
and continuing education that generated the increase in 
graduate study and advanced research in adult learning was 
not initiated by universities alone. "Leadership from the 
great foundations (Ford, Kellogg, Carnegie) and the federal 
government was essential. The universities were concerned, 
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but there is little evidence to show they would have made 
major advances without the federal government and foundations 
teasing them along" (Kreitlow, 1970, p. 137). The changing 
role of adult education in the transition to becoming a 
leading field of study has been historically held back by 
traditionalists and practices which were intended for the 
young students. Only recently has the work of professional 
organizations, federal legislation, and big business helped 
bring this study into an entity of its own. 
As the trend for older students to go to college 
increased, few universities made adjustments in policy and 
administrative structures to deal with this shift. There was 
a tendancy to centralize administrative responsibility to 
coordinate the adult centered activities in spite of 
opposition from academic departments. The conflict between 
academic departments insisting on controlling programs to 
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maintain standards and adult and extension divisions 
insisting on administrating programs to serve specific needs 
of the adult student, has been a continuous struggle and is 
handled differently by different institutions. (To some 
extent this conflict, which continues today, is indicative of 
the marginal status of adult educators on traditional 
campuses.) (Peters and Griffith, 1980, p. 83). "In some 
cases full responsibility for course organization was 
retained by the academic departments, with the extension 
division having responsibility only for scheduling. 
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promotion, and administration. in other cases, these 
responsibilities were shared through such devices as joint 
committees and joint staff appointments" (Knowles, 1976, p. 
86). Another operating model some universities use employs 
virtually "self contained extension arms, with all or most 
campus disciplines and services represented by full-time 
personnel within the division. At the other extreme some 
universities favor an extremely lean extension organization, 
composed essentially of administrative personnel, with the 
bulk of the functions performed on an ad-hoc basis by people 
outside the division. Other institutions effect a variety of 
compromises, characterized by 'split appointments,' advisory 
committees, and consultants" (Shannon and Shoenfeld, 1965, p. 
27). Extension faculty are employed in a variety of ways as 
well. Some universities employ a core of teachers who teach 
adults full time, other institutions rely on full-time and/or 
part-time resident faculty, and others rely on adjunct 
faculty from outside the univeristy. Faculty salaries can be 
paid by the academic departments, as part of load or 
overload, or. by extension departments. When there is a 
choice, screening faculty that will teach adults is usually 
done on the basis of subject competency, personality, and 
experience teaching adults and an understanding of adult 
theory. Orientation sessions for extension teachers based on 
the aspects of the program and teaching approach can be 
useful. 
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There is little proof that without a central agency to 
oversee the work would the comprehensive extension activities 
evolve on their own through other parts of the university. 
The responsibilities are intense as well as diverse including 
executive managmenet, administrative support, instruction, 
program development, liaison, instructional resources, 
logistics, institutional studies, and a basic research 
(Shannon and Shoenfeld, 1965). 
A pattern of growth or life cycle identified by Carey in 
evening colleges consists of (1) Departmental domination, 
where there is no central independent unit of adult 
education, (2) Autonomous development, where a separate unit 
does exist and is different than other campus operations, (3) 
Integration, when the extension division is not threatened by 
close ties with academic departments and becomes an integral 
part of the university and, (4) Assimilation, when the adult 
education division, still a separate function, becomes fully 
accepted as an essential element of the university 
(Liveright, 1960). 
Obviously not all schools develop in this pattern. Some 
by-pass one or more cycles and some never move beyond the 
initial stages at all and remain vulnerable and even 
expendable. In this study of developmental stages almost 
one-fourth of the evening divisions did not exist as a 
separate organization, one-half of the small liberal arts 
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colleges were, not autonomous, but ninety-five percent of 
extension divisions were a separate autonomous organization. 
Accor-ding to Uveright (1960) faculty for adult courses 
are hired in a variety of ways. (1) regular daytime faculty 
are assigned as part of load by their chairmen or dean: 27.8 
percent, (2) regular faculty are paid on an overload basis 
and controlled by the director of adult facility: 14.4 
percent, (3) joint appointments in both regular college and 
extension or evening college with joint control: 11.9 
percent, (4) full-time adult faculty: 1 percent and, (5) 
other mixed systems, not included in the above choices: 47.8 
percent. 
Depending on the size of the university and its adult 
division, operating budgets can range from as little as 
$100,000 to millions of dollars in operating cost. The 
important factor is most evening colleges and extension 
divisions are required to pay their own way or at least break 
even. Even in the case 'of state subsidies to state 
universities, aid to extension programs is usually much 
smaller than to other units of the university because 
extension is considered a "service" unit. 
The pressure to make money certainly has an effect on 
any evening division or extension unit. Usually having very 
limited experimental funds except for grants, the tendency is 
to play it safe and either incorporate regular university day 
courses for night students and emphasize only those courses 
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with the strongest drawing power. This generally means 
non-credit and liberal arts courses are sacrificed. This 
general attitude toward financing is due to the marginal 
status of adult units on campus and that employed adults can 
afford to pay more for their education. Since adult and 
continuing education units are usually the link between the 
educational institution and the business community, this 
prevailing attitude affects their overall ability to respond 
to the needs of the community. 
2. Education and Training in Modern Industry 
Training in modern industry has taken on a broader 
meaning than the narrow sense to "drill" used in the past. 
Today training encompasses activities "ranging from the 
acquisition of a simple motor skill up to the development of 
complex technical knowledge, inculcation of elaborate 
administrative skills, and the development of attitudes 
toward intricate and controversial social issues" (McGehee 
and Thayer, 1961, p. 3). However, training in industry has 
the specific issue to "provide experiences which develop or 
modify the behavior of employees in such a way that what the 
employee does at work is effective in the attainment of the 
goals and objectives of the organization (McGehee and Thayer, 
1961). This training in industry is conducted specifically 
to benefit the company's goals and objectives. Education, on 
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the other hand, in its pure sense, is a larger general term 
which is not exclusively designed with one company in mind. 
The distinction, however, gets blurred when an educational 
credit-bearing program is created or altered to include 
company specific methods and controls. Nevertheless the term 
"education" in the sense we are using it here, has greater 
transferability with more depth in theory and application 
than specific training in any single industry. Generally, a 
credit course in engineering designed to teach bridge 
building, though possibly incorporating special company 
related technique and procedures, will also include universal 
theory all engineers of accredited schools will learn 
nationwide. Therefore education is an end in itself and 
training in this context is a means to a specific end. "The 
function of an industrial organization is to produce goods 
and services which have social utility not to train members 
of society" (McGehee and Thayer, 1961, p. 4) 
This distinction is the cause of many differences and 
difficulties as it relates to the delivery of programs, 
especially those bearing credit, by universities to industry. 
As can be expected a great deal of negotiating takes place 
any time universities and industry collaborate in conducting 
educational activities for employees. Each side has a 
legitimate role to protect. 
Industry usually views training in terms of production. 
An employee is not considered an asset until he regularly 
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produces, in terms of dollars, more than he is being paid. 
In a complex organization this is frequently difficult to 
determine unless the employee works on an assembly line and 
is responsible for a certain amount of output independent of 
other workers. The cost of training therefore is usually 
looked at in the same bottom-line dollars and cents, however, 
it is usually difficult to determine if training has a direct 
effect on productivity. Companies also see education as a 
benefit and reimburse for educational expenses. In many 
cases the course work must be relevant to either the business 
and/or the specific area of employment. Some companies also 
use degree programs as employee incentives and provide upward 
mobility for those who pursue more formal education. There 
are also companies that support this benefit believing it 
creates or reinforces loyalty to the company which is showing 
a personal interest in the employee. 
Adult education in American business and industry is a 
large and expanding enterprise. It is carried out in part by 
the industry itself and in part by outside organizations 
including consultants, private for-profit agencies, high 
schools specializing in adult remedial education, and 
institutions of higher education. "Any attempt to define the 
magnitude of this activity or its scope is difficult because 
of the multiplicity of organizations carrying on such 
activities, the variations of programs among organizations, 
and the lack of any accurate nation-wide data concerning this 
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phase of adult education" (Risley, I960, p. 196). However, 
one thing is certain, there has been a steady growth in this 
activity and it has becorae a significant part of the nation's 
educational structure. 
Most businesses provide job training. The most complex 
form is found in the elaborate job-skilled program which is a 
formal apprenticeship requiring years of on-and-off-the-job 
instruction. This training takes place at many levels 
including semi-skilled, unskilled, skilled and technical. 
The highly skilled and technical training is the most likely 
to include considerable academic assistance from universities 
and technical schools. 
Most organizations also provide educational programs for 
managers and supervisors. This is accomplished through 
intensive orientation programs for newly appointed managers 
and continuous educational activity with regular meetings, 
conferences, workshops, and periodic course offerings either 
ift—house or through external programs. Course content varies 
but generally includes the technical skills necessary to 
oversee day-to-day production activities as well as 
management theory to help solve interpersonal relations 
problems and strategy training to keep the company working 
smoothly. Many programs include company related courses such 
as company history, economics, finance, and policy and 
procedures. As well, a great many companies provide courses 
to help groom personnel for advancement. 
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Approaches to management and executive training vary 
greatly. Programs have grown immensely due to the 
continuously changing demands on managers and increasing 
responsibilities they face. There are no clear-cut 
guidelines established for management training which leaves 
many companies vulnerable to fads and a maze of design 
options. Educational activities for upper management include 
some of the same courses found on the supervisory level but 
the concern is generally at a complex and even abstract 
level. Managers at this level have to be generalists rather 
than specialists which in many cases was part of their 
previous roles in the present company or elsewhere. At this 
level a liberal education is favored because of the diversity 
of its content although college business and technical 
courses and human relations subject areas are still 
prevalent. 
Continuous technical training is one of the many ways 
companies keep abreast of the rapid developments in the world 
of technology. A great number of firms have very strong 
in-house programs which help develop these skills. In most 
cases, however, this activity "is generally at the college 
level with much of it at the graduate level. It is provided 
through a mixture of in-company and out-company educational 
work" (Risley, 1960, p. 197). 
Several companies also offer programs in the basic 
skills: training in reading, writing, math, report writing, 
54 
creative thinking and public speaking. A large number even 
invite high schools to offer GED programs for employees who 
have not earned a high school diploma. 
The majority of educational programs are undertaken by 
business and industry specifically for the purpose of 
furthering the goals and meeting the immediate needs of the 
company or organization. However, in addition some companies 
offer programs in a variety of subject areas which employees, 
and in some cases their families, may take on a voluntary 
basis. Such work may be considered personal development and 
could even become part of the employee's permanent 
educational record in the company. These programs could 
include classes leading to graduate and undergraduate degrees 
as well as company related subjects which could lead to a 
better future in the company and in the market place. 
Since most companies are not in the education business 
few could carry on the total educational program within the 
organization's training department. Even the largest firms 
generally do not have the staff, money, need, or time to deal 
with the whole educational activity within the organization. 
In the smaller companies the number of employees requiring 
educational work would not support a company training staff 
and internal programs. As a result of these factors most 
companies, in varying degrees, employ a combination of 
in-house and external programs. 
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Since the company is most familiar with its own product, 
job training and supervisory training is usually based 
entirely within the company itself using training staff and 
department personnel as instructors, although this may be 
supplemented by outside educational organizations. For the 
most part management and training education is provided from 
outside the organization. In larger firms where there is 
regular need for these programs, however, some companies have 
established centralized schools for management with permanent 
faculty hired for that purpose. 
Out-of-company education which is sponsored by the 
company is either credit-bearing or non-credit. In either 
case many companies pay all or a substantial part of the 
cost. Some companies only pay for credit-bearing courses and 
only if these courses are job relevant or if the student is 
matriculated into a degree program. Many companies have also 
established scholarships and other means to support education 
for employees and in some cases members of their families. 
Some of these programs are administered by the company and 
some are given to educational institutions to conduct through 
corporate relations officers in development departments. 
The non-credit programs offer an extensive range of 
classes. The choices could be overwhelming with many 
schools, professional organizations and private consultants 
competing for the industrial and business market. These 
programs are conducted in every field imaginable either at an 
ernal location or on site. Seminars, workshops, and 
regular classes are offered either as packages or as 
specially designed programs for single or multiple clients or 
for the community at large. 
The total scope of educational activities and the number 
of businesses involved is enormous 
enormous. in some of the larger 
organizations more is spent than in many city school systems 
and colleges. It is likely that more adults are involved in 
some phase of the business and industry program than in any 
other type of adult education today" (Risley, i960, p. 201). 
Some problems accompany this educational activity as 
there is very little uniformity within companies and between 
companies, in programming and quality. This is to be 
expected only because most programs grow out of needs of 
specific organizations. it is also expected that there is 
considerable overlap and duplication in programs on a 
company-wide basis as well as within the business community. 
Another problem is the quality of programs and the expertise 
of teachers involved in this educational activity. Yoder and 
Nelson report from a survey of 600 organizations that 9 
percent responsible for planning, organizing and directing 
training programs had no degree; 36 percent had bachelor's 
degrees and 55 percent masters degrees. In 77 percent of the 
cases reported those on the training staff had no more than a 
bachelor's degree (Risley, 1960). 
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Many universities have responded to the needs of 
business by offering classes and degrees in human resource 
development, oranizational behavior, industrial psychology, 
management, and business administration. The more perplexing 
problem, however, revolves around the issue of quality of 
programs offered on-site at the businesses and at other 
external locations. With the help of qualified education 
institutions and organizations a great deal can be done to 
ensure the delivery of quality programs but this issue may 
never be totally resolved. As this activity has become more 
complex, program effectiveness, flexibility for delivery, 
level of instruction required, consequent qualifications 
required of those providing it and standards of assessment 
have forced businesses to seek out help. This help has 
itself come in varying degrees of specialization and quality 
and again has forced some larger firms to hire and train 
their own experts in training and program development. Many 
of these experts come from university faculty and staff. 
Some of the largest firms and those in the high growth 
technology industry have even begun to offer their own 
degree. Even in these firms collaboration with education 
institutions and organizations still exists for a great 
number of programs. 
One of the great debates waged over the past several 
years by traditional educators has been whether what business 
was doing could be considered education, or training which is 
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considered by some to be less than respectable in the eyes of 
the educational academy. The distinction being business 
trains for the short term goals of the corporation in 
specific very isolated areas, and education usually pertains 
to non-skill areas and on a broader level. in many cases 
there is little difference, however, since this activity in 
business has grown imrnensly with business planning more and 
more for the future. "it would seem from a review of these 
activities now being carried on in business and industry that 
the aims, the content, and the approach being used warrant 
their being considered adult education" (Risley, 1960, p. 
202) . 
Any definition of this form of education would have to 
come close to accepted definitions of adult education. One 
definition of adult education was offered by Liveright: 
Adult education is a process through which persons 
no longer attending school on a regular, full-time 
basis, undertake activities with the conscious 
intention of bringing about changes in information, 
knowledge, understanding skills, appreciation, and 
attitude'. (Liveright, 1968, p. 14). 
An industrial definition of this might include making a 
person more efficient in doing his or her job. More and more 
employers are recognizing that in order to bring about more 
efficiency, on-the-job education must be more than just job 
related. Employees have to become more socially aware as 
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business becomes more involved in the social scene, with the 
rapid advancement in technology, training programs have 
expanded to serve customers, clients and beyond. 
Statistics on adult education in business are very 
difficult to obtain possibly because business is not 
regularly publishing their activities and also because the 
general activity does not include the gathering of data for 
public consumption (Nadler, 1970). 
The largest group involved in training is the employees. 
The next largest group trained by business is the client. 
With the explosion of technology has come the increasing 
complications involved with installation, operation and 
maintenance of products. Contracts usually include some form 
of training with the purchases of the equipment. This 
training may take place at the customer's site, complimented 
by product demonstrations at the company. This activity is 
prevalent in the telephone, computer and industrial machine 
business. 
Another group industry is concerned about training is 
the trainers themselves. With the increasing pace of change 
in business, greater flexibility and creative scientific 
management techniques are needed in management. 
Consequently, organizational behavior and development are 
becoming important areas of study. Trainers must learn to 
keep informed about their own organizations and be aware of 
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ways to teach managers how to cope with change in their 
organization. 
Some companies are becoming more involved in the 
training of another group outside of their day-to-day 
business. More and more attention is being paid to the 
individuals not yet in the labor market. "An outstanding 
example is the involvement of some of our leading companies 
in establishing Urban Job Corps Centers. The expertise of 
companies in training their own employees has been brought to 
bear on the needs of individuals who are not yet in the labor 
market and who would not be able to enter without special 
assistance" (Nadler, 1970, p. 317). 
The structure of training within industry exists in many 
forms usually following the company's strategy to meet its 
training needs. Differences in organizational and staffing 
needs are determined by many variables which include 
availability of internal and external resources, classroom 
space, work loads, and internal support. These and many 
other factors determine cost efficiency and make for endless 
variations among companies on patterns of employing full and 
part-time training specialists and in the diversity and 
responsibility of the training functions. In smaller 
companies training is usually conducted through the personnel 
department by training staff reporting to a training 
director. In larger companies separate training departments 
have been established with their own management organization 
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headed by a vice president for human resource development. 
Even this will vary depending on conditions of local 
availability of needed resources. 
r^ie training organization can be centralized or 
decentralized or a variation of both. A centralized 
organization concerns itself with the bulk of the company's 
training needs with either regular staff or staff assigned to 
this unit for specific projects. In a decentralized training 
organization the training unit is assigned a small part of 
the whole training function for the company working 
independently, with the bulk of the training being conducted 
by other units within the company. 
The Conference Board's study of 610 companies with 500 
or more employees found that one out of three companies have 
a department that carries out some kind of corporate-wide 
education training activity usually within the personnel or 
human resources department (Lusterman, 1977, p. 1). Half of 
these firms have these departments function as the central 
department in which the only full-time specialists in the 
company were employed. . 
Central Training departments are only sometimes 
responsible for all in-house programs. More usually, 
however, they perform one or more of several functions. 
1. To provide programs and courses in generic subject 
areas - those in which there is corporate-wide, or at least 
some interdepartmental needs such as management training. 
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2. To assist other departments and training units in 
their programs. Such assistance may be in connection with 
any of the specific functions of program development needs 
determination, selection of resources, course development, 
use of educational technologies, and evaluation. As 
education and training activities expand, corporate 
departments may also become more active in coordinating, 
centralizing information, and even standard-setting 
functions. 
3. To provide shill and occasionally, basic remedial 
programs for the clerical, secretarial and other non-exempt 
employees. 
In some companies there are two or more central 
corporate education and training departments where one is 
charged with "Management Development" and another with 
"Training" in professional, technical and skills development. 
Both are likely to be found in the personnel department. 
Decentralized training and education, though less common 
than centralized departments, conduct programs for their 
employees independently of other training and education 
activities within the firm. It is common for example, for 
sales and data processing units to conduct their own training 
and educational programs. These units also conduct programs 
for other departments such as computer applications for 
managers or professionals. In smaller companies, these units 
may be the only full-time education specialists. The Board 
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found that in 27 percent of companies with any full-time 
education training specialists, one or more of these were 
located within corporate departments that train for their 
particular function. 
Forty-one percent of the companies interviewed had 
specialists at divisions, plants, or other operating units. 
At the divisional or group levels in the largest firms, the 
whole corporate scheme for training may be replicated in 
miniature to serve only that level. 
Decentralization is also inherent in a trend toward the 
coordination and integration of on-and-off-the-job learning 
m the interest of efficiency and individualization. Many 
companies are trying to incorporate the classroom with 
on-the-job training, and to incorporate the skill and 
experience of field people into the training process. 
To achieve this goal some companies are decentralizing 
certain training activities and creating "neutral" training 
departments to monitor programs and determine wheire 
responsibility should rest for particular programs. Other 
companies are stressing the use of central training and 
education departments to strengthen the capabilities of line 
and staff departments. 
In most cases the effectiveness of the training 
department will depend greatly on the commitment the company 
itself has to human resource development. If the 
organization accepts the training officer as a professional 
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solving company problems, his organizational placement will 
be closer to top management. However, there are no set rules 
for any organizational patterns for training and education 
departments within industry. Each variation has its 
advantages and disadvantages as well. Element's of confusion 
usually arise in the areas of accountability and the 
reporting structure. For example, an element of confusion 
can arise when a trainer at plant level reports 
administratively to a supervisor in the plant and 
professionally to a corporate training officer or the vice 
president for human resource development. 
The selection of training specialists has no uniformity 
in method. In some cases full-time training personnel come 
to the job from a line position because of their knowledge of 
a particular job. Others are selected because of their 
knowledge of the field of education. They may be assigned to 
a centralized training department for several months or 
years. In smaller companies or in companies with less 
centralized training departments, most of the training would 
be done by line personnel on a part-time basis only for the 
duration of a particular program or as part of their daily 
line function. In either case temporary personnel such as 
university adult educators or consultants may be used as 
well. 
Methods of financing training is varied from industry to 
industry. The most common is through budgetary allocation 
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which can operate in two ways. "An allocation may be made to 
the training department, which is then responsible for all 
training funds. An alternative approach is to give the 
central training unit a small budget and have other units in 
the company including training expenditures in the department 
budget. Then, as the departments utilize training, they pay 
for it (Nadler, 1970, p. 320). In the case of where a 
central unit charges for its sevice there is a strong 
influence on the training staff and the whole training 
department. In this model departments seeking the training 
could have the option of going outside the organization for a 
competitive bid to meet its training needs. This puts the 
pressure on the training unit to produce high quality 
competitively priced programs for use in its organization. 
If other departments consistantly choose outside 
organizations to deliver educational programs the training 
unit could be in trouble. 
Methods and techniques used in delivering training 
programs fall into a wide spectrum as well. With the high 
mobility of trainers and lack of quality control in the 
field, companies are easy prey to the latest gimmicks and 
fads. Training directors are inundated by products which 
have not been adequately field tested and in many cases 
because of this, suspect anything not tried and documented 
somewhere else. 
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The most prevalent method by which programs are 
delivered in the business world is in groups or the 
traditionally organized class. As in universities this is 
the easiest to administer for purposes of scheduling, control 
and budgeting. The methodology ranges from classroom 
lectures to the laboratory setting. As the popular adult 
education theorists suggest, there is a trend in industry 
toward actively involving the learner and making classes 
relevant. There is a great emphasis on role play, 
simulations, games and sensitivity training. Audio-visuals 
are widely used as well with the better equipped companied 
producing their own training films. 
Individualized learning is the next most widely used 
method of company education where the employee is coached by 
a trainer or supervisor while on the job. In the most 
organized forms there are a regular sequence of tasks that 
should be mastered. On-the-job training is used both for new 
employee's orientation and to teach established employees new 
procedures, product lines and technology. 
Another method used in training is the assignment of 
reading materials. This is particularly useful when the 
learning objective is to become familiar with policy 
pertaining to rules, directives, company history and the 
like. This method is also used in conjunction with any of 
the above training methods. Evaluation and feedback are a 
key element in this system of individualized learning. 
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One more method of training especially for mobility to 
higher positions in the company is job rotation. Management 
positions require the ability to see a broader picture of how 
jobs relate to each other and to the company product. This 
IS not an easy program to administer and requires a great 
deal of preparation and provisions for assessment. Because 
it is time consuming and delicate as it relates to other 
employees this technique is usually reserved for those deemed 
by the company to have management potential. 
A variety of educational technology has been emerging 
rapidly as a means of training groups and individuals. Plato 
and other mainframe computer systems as well as micro 
computer systems have emerged as successful methods of 
training in business as well as in schools. Significant 
developments have occured in software and research for these 
systems since the mid-sixties. In 1965 the National 
Committee on Programmed Instruction, formed by the American 
Society for Training and Development reported on the 
significant advancements in the field and potential for its 
use in training. Other groups resulting from the heightened 
interest in this field have emerged as well: Industrial 
Training Directors Division of the Department of Audio-Visual 
Instruction and the National Society for Programmed 
Instruction and many more (Nadler, 1970, P. 321). 
Computer assisted instruction has literally 
revolutionized education at all levels and will become more 
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significant in the future. Technological advancements in the 
field will bring down the prohibitive cost and will allow 
more companies and schools access to this tool. Careers in 
software development are burgeoning and great care must be 
taken in the selection of programs since standardization and 
quality, as yet, are only in an infancy stage. 
Teleconferencing is another means to obtain training 
objectives. Although at present this is an extremely 
expensive technology, great strides are being made in time 
sharing, cable networking, and micro processing that will 
someday make this system more affordable to small companies. 
This has become an extremely flexible method of bringing 
experts in a field, from all over the country and the world, 
together with their audiences. There is no end to the 
variations that can be made in the use of teleconferencing 
and other means of electronic training on a large scale. 
Models for program planning lack a desirable uniformity 
of approach as do the methods of training described above. 
This is understandable in light of the diverse backgrounds of 
trainers. There is still one model extensively used in 
industry today, however, a technique which evolved during 
World War I developed by Charles Allen. This model utilizes 
a four step method: preparation, presentation, application, 
and verification. Along with this model goes the 
presupposition, "If the worker hasn't learned, the instructor 
hasn't taught" (Nadler, 1970, p. 321). Models for program 
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planning cover a vast area from specifically designed 
programs to meet an identified need to packaged programs 
designed to meet a regularly, broadly defined one. 
Translating needs into programs, however, is one of the most 
difficult tasks that faces training departments. "The 
decision as to what technique to use in a particular training 
method should be made only after a careful analysis of the 
Parti-cualr job, the information to be transmitted, the 
behavior to be mastered, the probable number of trainees, the 
job level, the abilities of the personnel to be trained, and 
the abilities of the trainers available" (McGehee and Thayer, 
1961, p. 195). 
There are so many variables in approaching a training 
problem every technique has its good and bad points. There 
is one thing for certain no single technique is a panacea for 
all problems. In most cases’there is little research to 
guide the trainer in the selection. Selection is usually 
made on the basis of experience and logic. Some general 
guidelines should be considered, however, before deciding on 
an approach to a training problem. McGehee and Thayer (1961) 
suggest answering questions covering the following aspects of 
the training situation and the training techniques: (1) the 
kinds of behavior to be acquired (motor skills, concepts, 
verbal skills, attitudes, etc.), (2) the number of employees 
to be trained, (3) the ability level of trainees, (4) 
individual differences among trainees, (5) cost in relation 
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to various factors and, (6) the incorporation of alleged 
learning principles such as motivation opportunity for 
practice, reinforcement, knowledge of results, 
meaningfulness, and overlearning. 
As was mentioned earlier, training departments often 
find teaching resources outside of the company. This can 
mean seeking out qualified consultants or education 
professionals to teach specially prepared material or 
packaged material either at the company's own facilities or 
outside of the company. In either case, it is becoming more 
prevalent for industry to use university faculty as one of 
thsir external resources and universities as a delivery 
system. Faculty members are hired to consult on educational 
problems within an organization, develop or assist in 
developing programs as independent consultants or as 
representatives of the university, conduct all or part of a 
training program, and research and evaluate existing 
programs. This has been monetarily rewarding for the 
professor if paid as a consultant or on an overload basis and 
for the school as it brings the "real world" back to the 
campus. Many schools have seen this as an opportunity and 
have designed special units to meet this challenge. Harvard 
and Michigan State, for example, have some of the largest 
programs meeting corporate needs on a national level. Other 
schools and university systems approach this challenge at a 
variety of levels: building and running conference centers 
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and residential centers, conducting full on-site degree 
programs or courses leading to a degree, awarding credit for 
prescribed courses taught by university faculty or company 
personnel, awarding credit for work and life experience, 
awarding credit for professional training conducted by 
professional organizations representing businesses such as 
insurance and banking, and accreditation given by regents and 
boards of higher education for programs designed and 
delivered by a company. 
3. Models of Collaboration and Cooperation 
Between Business and Education 
It would be almost impossible to cite every example of 
collaboration between education and industry because of the 
overwhelming multiplicity of this activity. Some examples, 
however, will represent the variety of programs in progress. 
Fairchild Industries and the University of Maryland have 
developed a partnership where employees can take graduate 
courses at the University two days per week and work three 
days per week at Fairchild. Fairchild pays all costs and 
employees maintain full benefits during this period. This 
graduate program in electrical engineering called the 
Fairchild Scholars Program, is designed to lead to a master's 
degree in two years and was initiated by Fairchild to find a 
solution for critical shortages of leaders in science and 
technology. 
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Mountain Bell Telephone Company in Colorado is working 
with a number of colleges and technical schools throughout 
the eight states it serves to promote the introduction of 
utility related courses into curricula such as' 
telecommunication, pole climbing, cable splicing, and 
computer programming. Mountain Bell believes these highly 
trained graduates will eventually seek employment at Mountain 
Bell. Current employees are encouraged to further their own 
education under tuition reimbursement as well for future 
promotions (Craig and Evers, 1981). 
This is not a one way street either. Southern states 
for years have been working on systems to ensure their 
graduates from vocational schools and colleges employment. 
For example, the Technical Education Colleges System of South 
Carolina has embarked upon a "Design for the Eighties" 
program to meet the changing needs for vocational skills. 
TEC officials meet with business and industries and colleges 
in and out of the state to gather information on skill needs 
and available programs to meet those needs (National Report 
10/24/80). 
North Carolina's Piedmont Area Evening Degree 
Association is another model of collaboration. This is a 
consortium comprised of nine businesses (Fairchild 
Industries, Gravely, Hanes Corporation, ITT Grinnel, North 
Carolina National Bank, Piedmont Aviation, Schlitz Container 
Division, Wachovia Bank & Trust, and Westinghouse) that, offer 
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undergraduate evening in plan courses through High Point 
College (Craig and Evers, 1981). 
In 1974 the New York State Board of Regents began a 
nationwide program on non-collegiate sponsored instruction to 
respond to the need to relate in a systematic way educational 
programs conducted by business and industry to the country's 
traditional higher education system. This program reviews 
courses taught by business and industry and makes appropriate 
credit recommendations for them. This becomes a guide for 
colleges and universities as they review and award credit to 
students of these programs. (The American Council on 
Education (ACE) actually originated this activity with the 
military programs at the end of World War II). This program 
evaluates courses for companies throughout the country. 
Since the New York based program began in 1974, 1680 
courses have been evaluated for 139 noncollegiate 
organizations and 1,476 courses have been recommended for 
creidt. "An estimated 100,000 persons participated in the 
courses annually. The course descriptions and credit 
recommendations have been published in five editions of A 
Guide to Educational Programs in Noncollegiate Organizations 
(The University of the State of New York..., 1980a), which is 
distributed to colleges and universities throughout the 
country” (McGarraghy and Reilly, 1981, p. 86). 
As a result of the program's credit recommendations, 
Xerox (1980) has developed a cooperative relationship with 
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Regents External Degree Program (REX) and now through this 
cooperative arrangement offers a fully accredited national 
college program. Students in this program earn degrees in a 
variety of ways including classroom and correspondence 
courses taken from any regionally accredited college, or from 
nationwide proficiency exams, the military educational 
programs, special assessment, and employer courses with 
credit recommendations from the Program on Noncollegiate 
Sponsored Instruction. in essence an employee can take an 
assortment of academic experiences and without limit fit them 
into a framework that complies with the Regents External 
Degree Program. 
Since 1975 the program has evaluated and recommended for 
credit a spectrum of courses including management, computer 
science, electrical technology management and psychology. 
These courses were designed and offered by the Personnel 
Education and Development Center of Xerox's General Services 
Division and by the National Service Distribution — 
Continuing Education Program and the Personnel Management 
Training of the Xerox Information Systems Group (McGarrahy 
and Reilly, 1981). 
Xerox originally approached REX because of a common 
problem many companies share - that is, employees with a 
great deal of experience and seniority were being hurt 
professionally by their lack of credentials. This program 
has worked so well for Xerox, in 1980 a formal link was 
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established in which the Xerox staff in 140 branches 
nationwide have been trained as local REX consultants to 
other companies. 
General Electric is another company in which the REX 
system operates. Domestically GE employees over 300,000 
persons in forty-seven divisions nationally. Many of the GE 
courses are designed for professional and managerial career 
advancement, job expertise and personal satisfaction. All of 
the GE courses and programs that have been evaluated for 
credit are based in New York and serve employees nationwide. 
One GE program in engineering has received graduate 
credit recommendation. This program originally designed in 
1923, can be completed in three and one-half years, consists 
of courses taught both on-site by the company and on campus 
by college faculty. Course material is continuously revised 
and updated to include current state-of-the-art analytical 
techniques as well as basic theory and concepts. These 
courses are kept relevant and product oriented as much as 
possible. The benefits are obvious, students advance their 
credentials and skills and the courses pertain to the 
company's changing business needs and products, and the 
universities involved in this collaborative effort have a 
clear understanding of business's application not to mention 
get the benefit of capital revenue. The courses are taught 
at eleven GE locations nationwide in cooperation with over 
fifteen universities. "GE's corporate level technical 
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education program managers directly negotiate these 
relationships with each of the universities, using the 
program’s credit recommendation decision as a ’credibility’ 
factor” (McGarrahy and Reilly, 1981, p. 89). 
Another example of the work REX conducts outside of New 
York State is the program at the Connecticut, Electric Boat 
Division of the General Dynamics Corporation. This company 
has recognized the value of continuing education as one means 
of understanding and keeping up with the rapid technological 
changes encountered in the world of sophisticated 
shipbuilding. The Division provides pre-employment and 
on-the-job training, extensive full semester-length programs, 
high school equivalency classes and tuition reimbursement for 
education taken outside the company. 
In 1980, REX was invited to discuss evaluation and 
credit recommendation with Electric Boat by the Connecticut 
Board of State Academic Awards. Since Connecticut does not 
administer a similar program but has had a number of requests 
for credit recommendations from Connecticut companies 
conducting extensive in-house educational programs and the 
fact that Southern New England Telephone Company in New 
Haven, Connecticut had already been working with REX, the 
Connecticut Board decided to collaborate with the New York 
program. Once Electric Boat decided to procede in having its 
programs evaluated for credit, the Connecticut Board assisted 
in identifying evaluators from Connecticut colleges and 
universities. 
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The Connecticut Board also accepted for credit 
toward its own external degree Electric Boat's computer 
science courses. 
To assess the impact of the program and to what extent 
credit recommendations were being used, in 1976 the New York 
program surveyed colleges, universities, companies and other 
types of noncollegiate organizations as well as individual 
users of the credit recommendations. One hundred and sixteen 
of the one hundred and seventy higher education institutions 
that responded (68 percent) reported that they had either 
already implemented or were in the process of developing an 
institution-wide policy on using credit recommendations. 
This was nearly twice the number reported in 1974. A recent 
informal survey has reported that nationwide more than 350 
colleges and universities are participating in this process. 
Of the forty-one companies and organizations surveyed 
over half reported that enrollment in courses approved for 
credit has steadily increased and that participants showed a 
marked improvement in student performance. According to the 
study, thirty-six percent of the responding organizations 
were revising additonal courses to meet the program's 
criteria for evaluation and 727 of these organizations now 
use these same evaluative criteria as they develop new 
courses for employees. 
The study also revealed that the 469 responding students 
reported receiving credit for 82 percent of the company 
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taught courses submitted to colleges during 1975-76. 
Thirty-five percent of these students reported they were not 
formally enrolled in college at the time and indicated they 
were motivated to enroll in college courses and degree 
programs because of this positive experience. 
A second study in the 1977-78 academic year 
-substantially supported the previous study and revealed 
additonal benefits of the program. Forty-eight percent of the 
respondents had used the credit recommendations to gain job 
advancement, 8 percent used them as leverage for salary 
increases, and 7 percent had used them for professional 
licensure and certification. 
Another interesting socially responsive, scientific and 
profitable model of collaboration between industry and 
education is the innovative Ph.D. program initiated by the 
Rockwell International Corporation. In 1976 Rockwell, 
through its corporate research laboratory, established a 
program at Howard University and North Carolina Agricultural 
and Technical State University, two predominately black 
universities, to increase the number of minority Ph.D. 
engineers in the field of solid state electronics. 
The program involved transferring its process for 
producing gallium arsenide materials, used in lazer and light 
detectors, to these universities to help them establish 
research programs in this technology. In doing so, Rockwell 
hoped to attract high quality faculty and students to the 
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program. The company also supported the program by 
subcontracting research to the universities, supplying 
equipment and money and donating expertise to build and 
organize the labs. NASA and the Department of Energy donated 
additional funds. By 1977 the program was established and 
operating at both universities. Besides the annual 
contributions from Rockwell and grants from NASA both schools 
are participating in a million dollar solar cell research 
program sponsored by DOE and managed by Rockwell. The 
program has encouraged both universities to procede with 
plans of developing Ph.D. programs while several masters 
degrees are awarded annually in engineering (Johnson and 
Tornatzky, 1981). 
Another form of linkage is seen in the MIT Polymer 
Processing Program. This program began with $500,000 in seed 
money from the National Science Foundation and includes 
twelve firms that pay a membership fee of between $29,000 to 
$100,000 dollars per year depending on their size and 
involvement. Participants include Kodak, General Motors, 
Goodyear, ITT Corporation and Xerox. "The MIT staff, faculty 
and students meet quarterly with member firms to discuss 
problems, strategies, potential research projects, and 
results" (Johnson and Tornatzky, 1981, p. 59). 
MIT, however, reserves the right to make all final 
decisions on all projects to be undertaken. Research results 
are shared with the member firms, and faculty derive the 
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benefits of publications. Patent arrangements are 
collaboratively worked out among the firms and MIT staff but 
MIT owns all patents and can license member and non-member 
firms. Royalties are shared based on annual contributions to 
this program. 
This arrangement is profitable to both MIT and member 
firms in several ways. This program has become an excellent 
opportunity for students to experience the world of industry, 
faculty broaden their experience as well as with the benefits 
of publications and an opportunity to see an immediate 
transfer from research to application, and the university can 
see broader interaction possibilities with industry and 
education and the possibility of developing new disciplines. 
Industry benefits from the research developed through high 
grade competent resources at a relatively low cost. The 
program is currently solely supported by industrial 
contributions (Johnson and Tornatzky, 1981). 
There are many examples of collaborations too numerous 
to mention here, however, four basic models seem to prevail 
as seen from the above examples. In the Common Market Model 
(1) The corporation provides technical instruction, physical 
facilities and millions of dollars worth of the 
state-of-the-art advanced equipment. The college provides 
administrative services, counseling, facilities, and acts as 
the manager of the total learning process. 
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The college diagnoses educational needs and determines 
what appropriate delivery system to contract for. in a 
specific example John Wood Community College contracted with 
the Harris Corporation in Illinois to teach technical courses 
at the college for credit (Cross, 1981). 
Proponents of this system claim the common market system 
• expands educational programs, avoids duplication of services, 
reduces cost and increases enrollments. In the case of John 
Wood Community College enrollment in these types of courses 
increased ten-fold in four years. Up to 92 percent of the 
students complete such courses each term and instructional 
costs are well below the average state level. 
Opponents, however, claim that adopting the common 
market model relinquishes academic control over classroom and 
credits and possibly even quality. To some extent these 
fears are justified in the light of historical abuses but 
there seem to be numerous successful examples of variations 
on credit recommendations to support this activity. The 
majority of colleges and universities already grant credit 
for courses they did not teach - through credit evaluation 
for lifelong and experimental learning, transfer courses, 
Clep examinations, recommendation for the American Council on 
Education's office of Educational Credit, and programs like 
the Regents External .Degree Program. In etfery case the 
decision on granting credit is made by the college. As in 
every collaborative effort there is a trade-off. In this 
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case educators wonder how much authority can be shared and 
Preserve academic autonomy. 
A second basic model, the Employer-Specific Model, as 
noted earlier, has had a great deal of exposure in the 
southern states. South Carolina for example employs a system 
which coordinates the efforts of the colleges, universities 
and technical schools to the needs of existing and incoming 
businesses. In this case industry plays a strong role in 
curriculum development to the apparent benefit of everyone 
concerned. This system works to encourage industrial growth, 
reduce unemployment, and ensure funding for the colleges. 
There are problems with this system, however. Many 
traditional educators fear this type of cooperation alters 
the traditional role of the university and that this system 
encourages competition between schools. It also raises 
questions among contributing businesses of whether or not to 
support institutions which retrain and place workers in new 
jobs and careers. 
The third model is that of the Advisory Board where 
colleges take advice from industry but make the final 
decisions pertaining to curriculum and instruction. This 
model is used regularly and in most cases successfully 
throughout the country. The basic problem with this effort 
in collaboration and cooperation with industry is where 
industry is not offered a strong enough voice in the process. 
In many cases, colleges either are unable or unwilling to 
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implement the advice received and the cooperations establish 
their own courses and in some cases their own degree programs 
to the exclusion of the traditional educational system. 
Ironically, in some of these reverse cases, its the academics 
who are only used in advisory roles. There was a time when 
there was prestige in being associated with academe and when 
the academy had a monopoly on education. This is not the 
case anymore. Most business executives, according to 
Lusterman (1977), are becoming critical of the performance of 
the nation's schools and colleges in preparing people for 
employment and feel schools would do well to try to emulate 
the educational practices found in business today. 
One example is Wang Laboratories, Inc. in Massachusetts. 
In the world of high-tech and computers, Wang found its rapid 
growth demanded more highly trained employees in software 
engineering and computer science. Although it had met with 
MIT and other schools for help none would or could 
accomodate. In its frustration Wang created its own 
Institute which now offers its own degree program in Computer 
Science and Software Engineering. "Part of the reason for 
forming this school was Wang's dissatisfaction with other 
master's programs where the academic goal focuses on 
producing graduates who are better prepared to teach computer 
theory than to get out and work in industry" (Ryan, 1980, p. 
18) . 
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The fourth model is the Educatlon/lnduetry Model which 
has business and education meeting their own separate 
missions simultaneously with little or no communication or 
cooperation between them. The flaw in this model has been 
that neither has defined its role very clearly and each 
depends on the other for support. Without the open 
communication and cooperation the essential and inevitable 
meetings through employee recruitment etc. is only by chance 
mutually satisfying. 
Whatever the particular format or operating model there 
is a need to develop an effective mechanism by which 
education and industry can work together. This must be done 
through mutual respect and supportive roles. Neither should 
have to sell out in order to accomodate the other but 
establish partnerships based on mutual trust. Business and 
industry spend vast sums of money, in many cases, on 
duplicate programs that already exist in the academy and with 
no real control on quality. Higher education, on the other 
hand, could be facing severe difficulties in not defining its 
mission at least in part to help support the immediate and 
future needs of the business community. 
4._Future Challenges for Partnerships 
There is a parallel or second system of, post secondary 
higher, continuing, and adult education in this country 
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located in the business community. This system spends close 
to $30 billion annually for education almost half of the 
estimated $65 billion spent in 1980 by our nation's 3,500 
colleges and universities combined (Craig and Evers, 1981). 
Instruction in this new educational system compared favorably 
with the traditional post secondary system including a wide 
range of courses in comfortable surroundings. Universities 
and colleges are collaborating and cooperating with business 
in many ways, teaching degree programs, exchanging goods and 
services and staff, combining resources, and developing 
research. It seems there will be a good future for this 
partnership in light of the continously changing work climate 
which demands increased levels of education for the near and 
distant future. 
One conflict that may perpetually strain this 
relationship is the different mission of each oranization. 
The purpose of business is to "direct individualism toward 
the production of economic wealth, the core aim of education 
is to direct individualism toward self-knowledge and from 
that self-knowledge toward world knowledge of which economic 
wealth is but one part" (Gold, 1981, p. 3). The partners in 
this relationship have found ways to work together, however, 
because there are a number of satisfactory ways to interact 
to the benefit of both parties. 
The history of the relationship has its roots in the 
guilds and more recently when industrialists helped create 
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Johns Hopkins, Cornell, Carnegie Mellon and supported the 
development of almost every major university in this country. 
These relationships have not developed without criticism. 
Educators are concerned about the powerful influence of the 
industrial involvement ($70 million of corporate support for 
education in 1979 alone) but the corporate interest has its 
reservations as well. Most complain of the university's 
general lack of concern Cor the interests of business and 
industry and prefer to support those schools which they have 
some representation on policy issues (Gold, 1981, p. li). 
It was not until very recently, however, that business 
and education have begun to share more common interests and 
goals. In the past thirty years business and education have 
formed an intricate network of relationships that involves a 
great deal of sharing responsibilities. Throughout the 
country businessmen have become trustees of colleges and 
universities in many cases their own alma maters. Conversely 
corporate giving has been influenced in board rooms by 
college trained managers and executives. In many cases this 
interrelationship which started out in a relatively haphazard 
manner has become almost calculated through the diligent work 
of alumni and development offices especially of private 
universities. 
Corporate educational philanthropy has expanded as well 
through the stimulus of the 1952 Council for Financial Aid to 
Education Act. Corporate giving is both tax deductible and 
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good public relations. A third benefit might be a certain 
amount of leverage that business could apply to see that the 
university spends money on specific courses to train 
potential employees. 
Businesses are providing more consultation to 
universities and colleges to help establish mutually 
rewarding programs and courses. They also provide faculty 
and students opportunities to explore the "real world" 
through .sabbaticles and job "coop" programs within the 
company to learn from experience and to directly apply 
research findings. Many faculty and professionals from the 
corporate sector share in publishing and research especially 
in the technical areas such as robotics, computers and the 
like. 
In the common area of career development, universities 
and businesses share in career guidance and student 
placement, employee recruitment and advancement. "Without 
this intertwining of ideas and people, institutional 
collaboration would be impossible to achieve. Taken together 
with common interests in solving economic, political and 
technological problems, these relationships form the basis 
for coalition building" (Gold, 1981, p. 12). 
Cooperation between business and education is difficult 
even at the level of cooperative education. Seymour 
Lusterman, co-author of a study called Educating Students for 
Work: Some Business Roles, points out "the belief among many 
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ucators, public officials, and business executives, that 
work experience and exposure to the work place should be an 
integral part of young people's education, is simply at odds 
with both current realities and visible prospects." 
(Lusterman and Gorlin, 1980, p. 13). Even though there are 
public and private funds and initiatives to create stronger 
education-industry-labor councils and increased educational 
efforts by a number of businesses, "schools are not 
soliciting as much cooperation as many firms are prepared to 
give," and the future growth of these initiatives seems 
uncertain unless incentives toward cooperation change 
(National Report, 6/26/80). 
It is well documented that this interaction between 
business and education is yet relatively untapped. Use of 
tuition assistance programs nationwide is about four percent 
in any given year. There are two strong reasons for this: 
(1) The bulk of employer related courses are provided 
in-house by the company through consultants and company 
trainers. (2) Although some companies believe in continuing 
education as a means of satisfying employee career goals no 
proof as of yet has emerged that enrollments in higher 
education improves the profit of the company. According to 
recent study by Dr. Richard E. Anderson, most companies are 
reluctant to get involved with university continuing higher 
education because "they are worried about alliances that 
might interfere with training and general corporate 
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objectives11 and they criticize college courses as being not 
very relevant to the corporate world (Chronicle, 4/7/82, p. 
14). Nor has any plan been worked out where the costs and 
benefits of such collaboration are defined to the 
satisfaction of both parties in proportions which seem 
equitable to overall missions of both sectors. More studies 
will have to be made to develop a consensus on the future 
distribution of education, training, and research between 
business and education. Many successful linkages have been 
established to pave the way for this research, but as Gold 
states, "What has happened thus far, however, is piecemeal 
and exploratory. Scattered and sometimes visible higher 
education projects involving business and other community 
agencies set valuable precedents; they showed what could be 
done" (Gold, 1981, p. 19). 
The increasing competition with schools is a good 
indication that there is a market and a need for education 
not being well served at present. "The university voices 
complain that their market is being stolen by others. They 
wring their hands in anguish, for instance, over the fact 
that of the 3,000 organizations offering business and 
management courses in the U.S., only 700 are actual 
institutions of higher education... Industrial trainers regard 
university educators as ivory-tower theoreticians" (Training, 
March, 1983, p. 7). RCA, Wang, IBM, General Motors, Digital, 
Xerox, Arthur D. Little, Inc. and others have entered the 
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realm of degree granting institutions. The Bell System 
spends over $1.7 billion per year on employee education, 
Control Data, Chrysler and Singer among others have begun to 
really compete for the educational market in the business and 
academic community. it is obvious that higher education is 
facing a strong challenge. As business expands the training 
function and lines, with generous salaries and liberal 
professional freedom for those who would have been only 
prepared for the university in the past, encroachments will 
be made on the formal educational system. Rather than face 
off in a head-on-battle protecting territorial rights while 
derriding the other’s efforts this is a time for more 
cooperation and collaborative sharing of ideas, resources and 
research. 
During the past thirty-five years, the complexion of 
education and business have changed dramatically. The labor 
market grew by forty million including a record number of 
women. Industry moved from a goods producing economy to a 
service economy largely through the aid of technological 
advancements. With this change came a shift in manpower 
requirements, using more people with higher levels of 
education than ever before. In 1978 the Bureau of Labor 
Statistics reported that in 1952 "the median number of school 
years completed by those in the labor force was 10.9; in 1977 
it was 12.6. Among professionals, technical, and managerial 
workers, the shift between 1948 and 1977 was from 12.8 to 
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years and among craftworkers, operatives, and laborers from 
9.0 to 12.2 (Kyle, 1981, p. i00). 
Between the G.I. Bill in 1944, National Defense Acts 
after Sputnik in 1958, the Manpower Development and Training 
Act and the Comprehensive Employment and Training Act, the 
federal government used colleges and universities as major 
instruments of defense, economic, and social policy. Even 
though colleges mushroomed in size and changed delivery 
systems to meet this challenge just as in government and 
industry the responses have often been piecemeal and 
uncoordinated (Kyle, 1981). 
In part the challenge was met and a realization found 
that with some effort education and business could work 
together with a common goal. The "radical" policies and 
reforms of the 60's and early 70's have taken hold and today 
are gaining momentum in higher education and industry. 
Human resource development has become a major function 
in industry where corporate strategy more often includes 
human resource planning. As well, corporations are becoming 
more aware and concerned over the performance, quality and 
responsiveness of school systems and universities. 
Corporations as well as universities are beginning to view 
education as lifelong learning where there are many 
components in a system including institutions of higher 
education, employer training, labor unions, professional 
associations, libraries and even telecommunications. At 
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present this system as an organized entity does not exist but 
all the components are recognizable and in one form or 
another increasingly available. It will be up to education 
and business to find a well organized, satisfying, creative 
balance of all these elements to diminish the historic 
tensions that have traditionally existed between them. 
Neither education nor business can meet the challenge of 
lifelong learning on its own. 
Gold sees three factors, beyond demographics, forcing 
realignments of corporate and higher education relations. 
First, the pace of technology has created the need for 
massive and frequent retraining even reeducation of the 
nation s labor force. Second, allocations of resources for 
education are finite and are being redistributed as the 
average age of the population shifts upward and as 
alternative claims are being made on capital. Third, 
employers and others perceive failure on the part of 
education at all levels to transmit the knowledge, skills and 
values needed to survive in a highly competitive world 
economy (Gold, 1981, p. 21). 
The last point is a very serious one which has led to an 
errosion of confidence and lack of trust toward higher 
education. The quarrel according to Lusterman is not 
strictly on the basis that liberal arts colleges lack the 
vocational curriculum sought by industry, but that they 
perform poorly what they themselves perceive to be their most 
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basic function - developing competence and skill in the use 
of language and intellect (Lusterman, 1977, p. 61). 
At an April 27, 1982 conference on "Higher Education and 
Connecticut's Economy" hosted by Wesleyan University in 
Middletown, Connecticut, Robert P. Phillips, vice president 
for Corporate Personnel, Aetna Life and Casulaty, spoke on 
behalf of Aetna's new educational institute. For Phillips, 
corporate concern about the current trends in higher 
education focuses on the issues of quality and relevance in 
satisfying industry's requirements. Colleges and 
universities, according to Phillips, are going to find it 
increasingly difficult to maintain quality in a changing 
environment because of high fixed costs, bureaucratic 
structures, academic inertia, declining enrollments and 
constraints on financial resources. Aetna is finding that it 
has to interview too many college graduates to find the ones 
that match Aetna's job requiements. 
Aetna is making a major commitment to the long-range 
goal of human resource development as a company policy. This 
is a relatively new concept. Only time will tell whether it 
will prove to be cost-effective for Aetna and whether 
colleges and universities in the Greater Hartford Area will 
have a stake in delivering educational services to the 
thirteen thousand local Aetna employees. (Nationally Aetna 
employes over 40,000 people and anticipates an expansion to 
60,000 by the end of this decade.) 
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The Aetna Institute for Corporate Education is a major 
commitment to life-long learning. When it opens in 1984, 
Aetna expects about 20,000 employees to take part in company 
sponsored educational and training programs that encompass a 
broad spectrum of knowledge and skills. This initiative can 
be either a threat or an opportunity to colleges and 
universities offering adult learning services in the Greater 
Hartford Area. 
An encouraging prospect is that Aetna announced that it 
will organize a planning task force consisting of colleges 
and company representatives from the greater Hartford Area. 
The task force is going to be convened to focus on ten or 
twelve education/work issues and to share ideas about 
possibilities for cooperation. Later, work groups will be 
formed to explore common interests in detail and to prepare 
action-research proposals for company consideration. 
Phillips cited as examples of possible directions for 
cooperation: remedial programs for skill development; 
cooperation in recruitment and career planning; the exchange 
of faculty for teaching consultation and research; 
development of a shared curriculum for executive development 
and application of liberal arts disciplines to decision 
making in corporations. 
An underlying message throughout the conference which 
hosted representatives from General Electric, as well, was 
that dialogue, can go just so far. The educational and 
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training needs of these large corporations are growing and 
their desire to collaborate with higher education on the 
delivery of programs will not supercede the desire to get the 
job done. 
The dilemma in higher education is that colleges and 
universities cannot afford to let bureaucratic structures 
interfere with timely responses to emerging educational needs 
in business and industry. At the same time, colleges and 
universities have traditional missions and can redefine 
values, programs and commitments only after a careful 
consideration of the nature of changing needs and demands in 
the marketplace. 
From the perspective of the corporation, students lack 
awareness of the values, problems and solutions that 
characterize the business world. Training is designed to 
respond more to specific job and training requirements in the 
corporate environment than to personal needs and goals. It 
is concerned with how, when and why a job gets done and is 
more immediately and directly measurable in terms of 
organizational requirements. 
Higher education does move more slowly than 
corporations. The knowledge and skills colleges produce are 
intangible and difficult to measure. Furthermore, follow-up 
on the marketability and utility of educational experience 
arrives only years later. Thus feedback on job performance 
and satisfaction of graduates is obtained only intermittently 
06 
ami gradually. This seriously limits the ability of 
post-secondary institutions to adapt to changing needs. 
Colin Campbell, president of Wesleyan University, argued 
that higher education should continue to emphasize 
educational values and goals and leave the responsiblity for 
training to industry which is better equipped to satisfy its 
own specific company and job requirements. lie added, 
however, that we need to broaden and deepen the channels of 
communication between academic institutions and corporations, 
to reverse the current adverse trends. 
As examples he suggested such cooperative efforts as: 
company sponsorship of college degree programs in liberal 
arts? opportunities for college faculties to teach in 
corporate locations? investment in liberal education for 
undergraduates and life-long learning for adult learners? and 
cooperation in developing effective ways to combine liberal 
education with career preparation. 
The question is will higher education have enough time 
to reverse the negative trends and mistrust established in 
the past and prove it has the leadership qualities to help 
employers meet the nation's labor requirements before the 
window of opportunity passes. 
The federal government showed considerable interest in 
the dilemma of education's ability and desire to cooperate 
with business by sponsoring the ll.S. Senate Hearings on "The 
Workplace and Higher Education," on June 6 and 1, 1979. The 
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Senate Committee on Labor and Human Resources, chaired by 
Senator Harrison A. Williams (D-NJ), conducted oversight 
policy hearings on "The Workplace and Higher 
Education—Perspectives for the Corning Decade." The intent 
of these hearings was to focus on the federal government's 
role in the national dilemma of failing colleges due to 
declining enrollments. Six panels of witnesses including 
representatives from virtually all sectors of education and 
business criticized higher education for its inability to 
serve the needs of the work force and suggested federal 
incentives for change. Some excerpts follow: 
DR. ROBERT BEHN, Duke University: 'I can foresee 
that sometime in the early 1980's there will be a 
year with an average of one college closing per 
week.1 
DR. WILLIAM BIRENBAUM, President, Antioch 
University, contended that higher education 
institutions have a good future if they change, but 
that all their thinking usually is about existing 
delivery systems. He allowed that some college 
delivery systems might not be worth 'rescuing.' 
DR. HERBERT A. LEVINE, Labor Education Center, 
Rutgers University, opened his testimony with, 
'higher education has failed to accept the 
responsiblity to educate the people who work' and 
'the largest group of Americans deprived of genuine 
educational opportunity is the adult working 
population.' 
DR. EDMUND GLEAZER, JR., American Assn, of 
Community and Junior Colleges, suggested that the 
issue for colleges should be the management of 
change, not the management of decline. 
DR. CLIFTON WHARTON, JR., Chancellor, State 
University of New York, decried the 'current fads' 
in the relationships of education and careers and 
called for new Federal policy to support 
collaboration between education and the workplace. 
CARROLL HUTTON, United Auto Workers, noted 
tuition aid for retired workers and paid 
educational, leave for workers were now 'on 
bargaining table.' 
that 
the 
FATHER ERNEST BARTEL!,, Director, Fund for the 
Improvement of Postsecondary Education (HEW) 
^he serious education-work problems 
and thought they could be resolved by 'more 
meaningful ties' between postsecondary education 
and the employersbut we will find few built-in 
magnets within either of these worlds that will 
spontaneously draw them together without the 
incentives of appropriate external support.' 
VILMA S. MARTINEZ, Mexican American Legal Defense 
and Education Fund, testified that education 
institutions have 'traditionally and systematically 
prevented persons of Spanish origins from 
participating in education. 
DR. WILLIAM B. COTTINGHAM, President, General 
Motors Institute, on a panel addressing 
Cooperative Education,' stated that cooperative 
education is the most effective means of showing 
students that education is a lifelong process and 
that education should combine the understanding of 
theory and principles with the reality of 
application and practice. 
In the overview panel for the hearings, ROBERT E. 
BECK, Asst. Vice President-Human Resources Dept, of 
AT&T, briefly described the Bell System process for 
planning for one of the largest work forces in the 
country. He asked if higher education had its own 
long-range planning. He raised questions for the 
committee such as, 'What can higher education and 
the Federal government do to prevent 
disproportionate numbers of women and minorities 
from going into occupational areas where a surplus 
exists?' 
Points made by the 'Corporate University' witnesses 
included: 
FRANK BLOUNT, Asst. Vice President-Training and 
Education,, Human Resources Dept, of AT&T, 
testified that Bell System training costs in excess 
of $1 billion a year with about 10,000 to 15,000 
students in formal learning situations with an 
average learning period of three to five days. A 
large share of Bell System training is not done in 
self-oac^ ?Ut through individualized and 
self paced learning to take advantage of the mo^t 
technology! COSt e£feCti™ ^-rucjonaf mOSt 
Both Beck and Blount espoused the need for aood 
general skills on the part of graduates from Mgher 
.k"?^lon: They do not expect colleges to train in 
skills unique to their business, but they do expect 
fundaments! skills such as communications, analysis 
and problem solving, and interpersonal skills. 
DR. KAREN BRETHOWER, vice President, Managerial and 
Professional Development, chase Manhattan Bank, 
estimated that the bank spends $900 annually on 
each U.S. employee for education and traininq 
ranging from entry-level skills to the most 
advanced executive development. A primary 
motivation for the learners at Chase is that the 
learning is directed to real jobs. Dr. Brethower 
suggested that educational institutions all too 
often offer education for which there may be no 
market. Another benefit from in-house education is 
that the boundaries between the classroom and real 
work are 'softened.' 
She identified another growing problem as the 
expectations of graduates entering the workforce. 
It may be the high school graduate who shows up 
for an interview looking unkempt and unable to be 
even marginally articulate or the MBA who enters 
the management training program expecting to run 
the entire organization within three to five 
years.' 
She stressed that 'unless we can get better 
education—work linkages, we will continue to pay 
the price of inefficient education and demotivated 
and demoralized potential employees with skills for 
which there is little or no need. 
LIBERT DIAFORLI, Manager of Office Training, 
McGraw-Hill Inc., told the Committee about the 
publishing company's learner-centered training 
program which has a retention rate of 92% for the 
kinds of people who have been rejected by 
traditional education. Since 1968, the program has 
trained and placed hundreds of the physically 
handicapped and disadvantaged, ex-offenders and 
ex-addicts. 
TOO 
ELEANOR ANDERSON, Head, Staff Development and 
^1i0n' the Aerospace Corp., gave the committee 
amples of upward mobility for women throuqh 
in house training and employer support. she hoped 
that institutions of higher education would begin 
to treat adult learners 'with far more respect' in 
Light of their maturity and needs. She noted that 
the employees in her company preferred the learninq 
environment of company classes to formal academic 
classrooms. At Aerospace, most of their education 
is done in-house and according to Anderson, the 
^overriding reason' is because universities either 
cannot or do not do the job.' 
DEAN KIMMERLY, Vice President, Department of Human 
Resources at Michael Reese Medical Center in 
Chicago, described the human resource development 
needs in hospitals where 70% of total operating 
expenses go to employee wages and benefits. To 
build staff competencies, Michael Reese has 
initiated special remedial training because they 
discovered that 12% of their employees were 
functionally illiterate and not able to respond to 
regular training. Kimmerly suggested to Senator 
Williams that cost containment programs of the 
Federal government could seriously affect hospital 
training. 
Growing concerns about the efficacy of higher 
education are causing the education lobbies in 
Washington to look to Federal support for survival 
and reaching new markets—and the potential fo 
employee education looms large. We've seen drafts 
of 'education-work titles' to be proposed for 
Congressional enactment, probably in the 
reauthorization of the Higher Education Act. ASTD 
has been working with these groups to incorporate a 
workplace point of view. We may see new impacts on 
the training and development function. Sen. 
Williams, in his closing comment when he opened 
these hearings asked, 'And what Federal role may be 
most fitting for improvement of the nation's 
workforce?' (National Report, 1979). 
In order to form a collaborative, cooperative 
partnership both sectors will need to come to terms on 
commonly shared issues. Such issues include career mobility, 
human capital investments, flexible work patterns, functional 
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responsiblity oE each partner, reduction of tuition through 
private and government subsidies, independent agencies for 
brokering delivery of educational programs to industry for a 
variety of sources, learning contracts, tuition reimbursement 
policies, admission requirements, issues of research and 
ownership of publications and patents, and control over 
curriculum and evaluation of quality. 
The future of adult and continuing education in 
institutions of higher education seems filled with growth and 
turbulence according to Knowles. It would be easy to predict 
that the adult population returning to school will increase 
based on recent demographics which indicate the low birth 
rate of the past several years is beginning to make its 
impact. Schools at all levels are closing, and many programs 
for undergraduates in colleges are diminishing in size, or 
are being eliminated altogether. Yet the mean age in this 
country is getting higher and people live longer. It seems 
adult education will continue to grow. Of the 79.8 million 
people who reported an interest in more education only 38 
percent were engaged in education as of 1976 (Knowles, 1976). 
Also, according to Knowles, it is very possible that many of 
the institutions primarily serving youth today could become 
predominantly adult serving institutions in the foreseeable 
future (Knowles, 1976). With the possible increase of adults 
returning to school and given a stable economy should come 
the expansion of resources, facilities curriculum and role of 
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the adult educator. New developments in research in adult 
learning, include environmental influence on learning, the 
relationship between aging and learning as well as other 
aspects of learning. Adult educators will become more 
specialized researchers and experts in certain areas of adult 
education such as the growing corporate educational system. 
As more businesses turn to education for their employees 
there will be an increased need for well trained adult 
educators both in institutions of higher education and in the 
field. International adult education will grow as well 
through international businesses and schools, especially in 
technology and the sciences where international collaboration 
is already established. 
Now is the time that universities should take the lead 
in expanding the educational opportunities available to the 
adult in the community. Much of the future growth will 
depend on the organizational structure of adult and 
continuing education. In order for universities to continue 
to grow in the field of adult and continuing education like 
any business they must position themselves for a changing 
market. It is possible that the new pressure on universities 
to advance their thinking on collaboration and cooperation in 
the larger field of adult education will come from the 
t 
business community as a result of the actions taken by 
companies like IBM, Digital, Wang, AT&T, Xerox and Aetna to 
name a few. Usually,, however, those responsible for the 
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adult educational service units of universities have varying 
amounts of control and power to respond to community needs 
based on how their institutions view the work of adult 
education in general. 
It is very difficult to speculate on the future 
configuration of partnerships between business and education 
because so little is known about the magnitude of its current 
relationship. Corporate colleges are evolving; federal, 
private and public financing of higher, adult education does 
exist, unions negotiate for employee educational benefits on 
a regular basis; cooperative education programs are 
expanding; business and education interaction is improving; 
and cable, microwave, computer, teleconferencing and video 
educational delivery systems are being improved through 
shared technological research. However, on a national level 
not a great deal of literature has ever been published about 
past or current educational activities within the business 
sector or linkages between business and educational 
institutions and organizations. Research in this field will 
be vitally important to the improvement of the partnership 
and the future of human resource development in both sectors. 
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—-Outreach On-site Programs and Findings 
to 
Problems and Barriers 
Hundreds of on-site college and university sponsored 
credit programs held at business locations exist today 
throughout the country. "That the many difficulties and 
barriers to mutually beneficial cooperation can be overcome 
successfully is clearly indicated by the many educational 
linkages and relationships which currently exist between the 
corporate sector and the country's colleges and universities" 
(Lynton, 1980, p. 18). Some of the sponsoring institutions 
include Oklahoma State University, Mount St. Mary's, 
University of Wisconsin, University of Hawaii, American 
University, University of Southern Maine, Syracuse, 
University of Illinois, Bentley, Metropolitan State, 
University of Alabama, University of Nevada, Northeastern, 
New York University, Ohio State, San Jose City College, 
Ursuline College, Georgetown, University of Oklahoma, Mercy 
College, University of Minnesota, Bryant College, and 
Virginia Commonweath (Hartford, 1981). 
However, little has been written about these programs 
and even less is known about the attitudes and opinions of 
educators toward these programs or toward business in 
general. One of the few articles on the subject was written, 
by Emery C. Mollenhauer, called "Off Campus Credit Courses 
and Programs: Some Observations." This work is a result of 
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a study of off-campus programs and courses offered for credit 
in the Middle States area. His findings were somewhat 
predictable based on some of the literature that does exist. 
1. Courses are usually determined by the administrator of 
the off-campus program in consultation with the 
chairperson on the main campus and with the approval of 
the appropriate dean of the main campus. 
2. Off-campus administrators in general find this procedure 
satisfactory, but those with large enrollments (400 
plus) find this procedure inhibiting. 
3. Occasionally the main campus administrators neither 
understand nor appreciate the off-campus situation-. 
4. The majority of faculty for off-campus credit programs 
are selected according to the same criteria for 
on-campus programs. 
5. The vast majority of faculty for off-campus programs are 
part-time and recruited from outside the institutions. 
6. There appears to be as great care taken in the 
recruitment and hiring of off-campus professionals as 
for the on-campus staff. 
7. The vast majority of personnel engaged in off-campus 
programs are part-time and not members of the regular 
institutional faculty. 
8. Faculty are hired for off-campus programs either by the 
off-campus administrator in conjunction with the 
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chairman of a particular department or by the 
chairperson him/herself. 
9. There seemed to be less administrative autonomy in the 
schools which manage large programs than those schools 
which manage' smaller programs. 
10. Academic integrity would be more effective and morale of 
°ff~camPus professionals would be strengthened if top 
administrators on the main campus had more awareness and 
interest in the institution's off-campus programs. 
il* Off—campus students are not being denied access to 
educational facilities and services which are essential 
to their learning process. 
12. Academic advisement is the strongest service available 
in off-campus programs and may be more effective than 
its counterpart on-campus, possibly because of the more 
personal environment off-campus. 
13. Institutions taking the initiative to establish 
off-campus programs perceive its actions as directed 
-toward service and/or survival. Outreach efforts may be 
attempting to compensate for decreasing enrollemnts at 
the main campus. 
14. When canvased, potential students offered overwhelmingly 
positive responses toward taking courses at off-campus 
locations. 
Professionally oriented programs appear to be 
particularly attractive to the off-campus student. 
15. 
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16. The more full-time, main campus faculty who teach in the 
off-campus unit, the better. This aiiis in giving it a 
sense of academic credibility. 
17. it is possible that off-campus activities have grown to 
the point where they are a significant activity. 
18. Priority should be given in the main campus to 
coordination of and long-range planning for off-campus 
units. 
19. The larger off-campus units are more than 
self-sustaining. 
20. Initially, faculty may regard off-campus educational 
activities as enterprises which vitiate the academic 
integrity of the total institution. 
21. Some main campus administrators, who are ultimately 
responsible for off-campus programs, show little 
interest in and minimal knowledge of those programs. 
22. Off-campus units will increase in the future and their 
activities will be increasingly monitored by state 
educational agencies and accrediting bodies. 
23. These educational activities do serve a real need of 
individuals who probably would not otherwise continue 
their studies. (Mollenhauer, 1982, pp. 16-21). 
Most companies, however, are concerned about the low 
usage of the tuition reimbursement plans offered to the 
employees. Approximately 85% of all employers with 500 or 
more employees have some form of tuition aid available. This 
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means that approximately 25 million American workers are 
eligible to participate in a tuition assistance plan. 
However, no more than 819,000 workers currently take 
advantage of such opportunities - a utilization rate of only 
4%" (Ohio, 1982, p. 2.) 
In a survey of 910 workers on the subject of barriers to 
using tuition aid, the Ohio Board of Trustees found 
inadequate information about available courses, inadequate 
knowledge of the existence of the tuition aid plan and how to 
use it, and inflexibility of the work schedule, were issues 
in decisions not to participate in on-site education courses. 
"It seemed quite possible, even reasonable to believe from 
these findings that the low take-up rates were to some quite 
significant extent a consequence of structural conditions. 
The data appeared to point to conditions external to the 
worker." The study concluded that with relatively simple and 
straight forward interventions, companies, unions, and 
educational institutions could address these structural 
issues and conditions in as far as they impeded the rate at 
which tuition aid was being used for participation in 
education and training (Smith, 1980, p. 1). 
The Board also concluded that many of these needs are 
predictable and could possibly be included in college and 
university long-range planning if better communications 
existed between business and institutions of higher learning. 
As well, according to this study, "Colleges and companies 
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often work at cross purposes toward similar training and 
educational objectives. Neither group has communicated with 
the other sufficiently to understand each other's goals, 
operating procedures, attitudes and training methods" (Smith, 
1980, p. 2). 
Part of the communication problem, however, exists in 
the different methods of operation between business and 
education. At least in theory, education has a long-range 
view and business a short-range view vis-a-vis manpower 
forcasti.*^9 • Educators believe that the well educated person 
will always be employable and can adapt to changing 
conditions. Business, on' the other hand, feel they have to 
continuously retrain the ill-prepared individuals who fail to 
meet the immediate job needs because of the lack of 
cooperation from the colleges and universities to train for 
these needs. "Perhaps one of the crucial breakdowns in 
communication between educators and business people is caused 
by the latter's misconception of the academic curriculum as 
flexible without limit and capable of rapid change and 
alternation" (Ferrin and Arbeiter, 1975, p. 106). There is 
an underlying assumption that with an adequate communication 
link schools can easily adjust their curriculum to meet the 
continuously fluctuating needs of business. Educators on the 
other hand feel that to alter the content of traditional 
scholarly curriculum that is a part of the history and fiber 
of higher education because of the dictates of business 
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saying it will improve student employability and possibly job 
performance, would be from their point of view inappropriate 
and a betrayal of their profession. The integrity of the 
time honored curriculum is at stake. Therefore, changes are 
made slowly and with great deliberation and with due respect. 
(Ferrin and Arbeiter, 1975). 
With few exceptions educators and businessmen feel 
frustrated at being unable to control the elements which have 
an influence on the employability of students. Accusations 
are thrown about quite readily with counselors berrating 
faculty and curriculum committees for their parochial views, 
and college presidents place the blame for poor 
work—to-school transition on the various constituencies they 
have to answer to (regents, funding agencies, accrediting 
boards). • Business and industry leaders claim they have 
little power to change things that even when they sit on 
various education advisory committee boards they neither 
speak the same language as educators nor do they wish to 
impose their authority (Ferrin and Arbeiter, 1975). 
Another barrier to better understanding between these 
two factions is the number of decision-making units within 
each organization operating in isolation from each other. 
Funding sources, accrediting agencies, development groups and 
curriculum groups only occasionally communicate to share 
limited information and ideas. "The separate rules and 
recognition factors within each group affect students moving 
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from school to work in different ways and with differing 
expectation" (Ferrin and Arbeiter, 1975, p. 114). 
Consequently, due to this internal and external communication 
breakdown and lack of influence by business representatives 
in determining program objectives, graduates may not be 
improving their opportunities with respect to work entry. 
Yet businessmen and educators generally agree on the need for 
business to be involved in education and know that in order 
to do this communication between the two will have to improve 
dramatically (Stroback, 1976). 
"When members of the business and academic communities 
are isolated from each other, hostility exaggerates their 
differences. Dialogue, while not eliminating differences 
altogether, goes a long way toward increasing mutual 
understanding" (Kean College, 1981). 
In a study done by the Edna McConell Foundation on 
issues of collaboration and cooperation between education and 
business, one of the pertinent results relating to attitude 
concludes that "school administrators are apt to be reluctant 
to commit themselves to programs in which control is vested 
outside the school system...while most teachers seemed to 
welcome the opportunity to establish better linkages with the 
business community and to broaden their own knowledge of the 
work world." 
Another discovery was that "there is an accumulation of 
many years of mistrust, adversarial relationships and such 
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seemingly insignificant factors such as differences in 
vocabulary between the proposed partners in these 
public/private ventures." The findings also revealed that 
although business felt that schools were rigid in the way 
they interpreted rules and regulations that business 
preferred to work with established institutions over private 
venders (Youthwork, 1982, p. 2). 
Even those institutions which seem to have more 
alignment with business have problems in terms of philosophy. 
According to Thomas L. Martin, Jr., president of the Illinois 
Institute of Technology, "Some professors feel designing 
courses to meet a company's needs threatens academic freedom. 
They feel we're toadying to outside interests. I say we are 
a school whose job is to prepare people for business and 
industry, and I don't see how you can do this in a vacuum" 
(Ricklefs, 1980, p. 25). 
Pat Cross blames academics for some of the lag in 
change. She feels most academics are aware of the changing 
nature of students in their classrooms yet "they remain 
blissfully unaware of how rapidly the delivery of educational 
services in their society is changing" Cross, 1980, p. 14). 
Another barrier to working together is that institutions of 
higher education face internal competition - "The internecmg 
warfare between units on the campus." (Maxwell, 1980, p. 8). 
Just as corporate officials sometimes criticized schools 
for not responding to their needs within a reasonable period 
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of time, university officials faulted industry for having 
such a short-term perspective..."For a variety of reasons, 
existing institutions in the higher education sector cannot 
and should not respond fully to the shifting needs of the 
economy... substantial programs of basic research cannot be 
undertaken as short-term commitments, teaching is built 
around long-duration degree - granting programs; laboratory 
facilities cannot be built overnight; and state legislatures 
are not likely to provide the budgeting flexibility needed to 
underwrite such responsiveness" (Usseem, 1982, p. 64). 
Yet as mentioned in previous sections of the literature 
review, there are examples of academic programs that do 
respond to the changing needs of students. Some arguments 
against outreach type programs state that it would be a 
corruption of traditional curriculum. Yet there are several 
instances where the only thing that would have to change 
would be the delivery system. "Meeting the education needs 
of industry does not necessarily mean adaptation of course 
content. Often it only requires making instruction available 
on-site" (Lynton, 1980, p. 19). Outreach classes in industry 
do not have to be a watered down version of campus classes as 
is evident in the R.J. Reynolds program. Called the "company 
college" this program offers a complete bachelors degree 
program on-site at the company's facility. Conducted by High 
Point College in North Carolina, this program offers any 
eligible employee a chance to earn a bachelors degree in 
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undergraduates on campus.. Arranging for time off and driving 
to campus also have proven barriers to entering classes. 
INA also believes that liberal arts education has a 
special benefit for the business community. As INA chairman 
Bernard Gold put it: 
As a multinational company doing business in 
145 countries around the globe, INA recognizes the 
need to understand not only our own-business, but 
also the diverse and complex social, political, 
economic, and cultural environments we work in. It 
is no longer enough for managers to be well 
trained; they must be well educated. The demands 
of business and society requires them to explore 
and act on dynamic and wholly new concepts that 
accept no traditional solutions. For that they 
will need to know the best that has been thought 
and said by generations before them and that is the 
benefit of a liberal arts education for business 
decision makers and leaders" (Jacobs, 1983, p. 5). 
A similar program was started at the Stanley Works in 
New Britain, Connecticut by this writer. The Stanley Works 
expressed an interest in providing their blue collar workers 
an education in liberal arts at their site. The program 
began during an especially low economic time for Stanley and 
it was hoped this opportunity would raise morale as well as 
provide more career opportunities for employees. The success 
of the program was due, in a large part, to the commitment of 
the upper administration at the Stanley Works and the 
sponsoring university. 
It seems apparent that colleges and businesses can work 
together, as is evident in the number of programs in 
existance. Businesses continue to complain, however, about 
poorly prepared students as well as lack of cooperation fioin 
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English, behavioral science, business or communications. 
This is not job training but only a benefit that will 
hopefully lead to a happier work force. 
High Point College President Wendell M. Patton views the 
decline of liberal arts institutions around the country as a 
warning "that the constituency for such education may no 
longer be found in the graduating classes of American high 
schools." 
On the issues of standards, Patton claims they did not 
lower them at all instead they raised them and there are 140 
students in the classes and 150 waiting to get in. Three 
other large corporations are now planning similar programs 
with High Point. Patton believes this form of education is 
inevitable. "We're training people in how to think as well 
as how to make a living. Liberal arts education is the only 
practical education left in America" (Kreisberg, 1980, p. 2). 
INA Insurance is another corporation that believes in 
the liberal arts education. This insurance company created a 
joint liberal arts degree program with the prestigeous 
University of Pennsylvania to be offered totally on-site at 
the company. As was the case in the R.J. Reynolds program, 
holding classes on-site provides those who have not had an 
opportunity to acquire a college degree due to job, social 
and personal obligations, to do so. They have found that 
employees who have been out of school for a long time do not 
feel comfortable taking classes with the younger 
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the education community. Some believe that the traditional 
approach to education has elements that inhibit an easy 
transfer of skills from the classroom to the work place. 
Even worse, some believe these theoretical and structural 
barriers translate into possible anti-business sentiments 
which might be working against better relations between 
education and business. Compounding this problem, there are 
yet those who believe some faculty carry anti-business 
attitudes and transfer them to students and possibly to the 
intellectual community at large. 
Robert Sproull, vice president and provost of the 
University of Rochester, claims this is because industry, in 
general, lacks good role models for students to emulate and 
it suffers from an apparent lack of effective attacks on 
problems and issues important to students such as pollution. 
As well, Sproull criticizes university training in that "We 
have done a very poor job giving students respect for applied 
problems. The structure of the technical literature, the 
reward structure within the universities, and even the view 
of immortality that we impart to students all denigrade 
applied work." Sproull believes that at the heart of 
university/business relations problems is the issue of 
theoretical versus applied activities. "What the 
universities do superbly is the preservation and development 
of the disciplines, the creation of internal standards of 
proof of excellence... The limitations of traditional 
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approaches could be ignored when only a small .fraction of the 
population went to college. But now that higher education 
has become the filter through which more than half of all the 
population passes, even more non-traditional, and possibly 
disruptive, approaches to helping students develop their 
creative powers may have to be developed" (Sproull, 1969, pp. 
221-226). 
Dr. Henry B. Hass puts it another way. In an article 
entitled "Today's Circumstances Provide Unprecendented 
Opportunities for Development in Industry/Academe 
Cooperation", he says although it has been a long time since 
our university's original mission was to train priests "we 
have not yet outgrown the certain holier-than-thou attitude 
that research uncontaminated with any social objective is 
somehow a little closer to heaven than the kind of research 
which has among its purposes the amelioration of human life 
here on earth." He states that professors are reluctant to 
recommend their better students work in business because 
"they are not allowed to do good work, and as a consequence 
get frustrated...You come along with something genuinely new 
and sure enough, a careful survey shows that no market exists 
for it" (Hass, 1968, p. 159). 
Milton Harris in an article entitled "The Interface 
Between University and Industry must be Penetrated Swiftly - 
in the National Interest" indicated he had always felt the 
schools inculcated the students with the feeling that basic 
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research was a noble enterprise, and that applied research 
was a dirty word." But after investigating the situation 
more carefully he came to believe this only happens at some 
schools and the rest do nothing to1prevent this feeling. He 
cites a quote by an Oxford professor which has implications 
in this country. He says that our country’s future depends 
on our ability to produce goods and our ability to produce 
goods depends on our "lively academic progress" and yet this 
academic progress could not exist without a flourishing 
industrial community. "But between universities and industry 
there is, in widely varying degrees, indifference and 
unconcern, lack of understanding of aims and motives, and one 
can suspect, here and there, even severe hostility." Harris 
concludes that the solution to this dilemma lies in the 
understanding that much is to be gained by both the academic 
and business communities working out their differences. "I 
think the major responsibility rests on the shoulders of 
industry. Enlightened industry is already beginning to 
recognize this and is putting forth much effort. But nothing 
will come from this unless industry receives from the 
academic world, guidance, and sympathetic understanding on 
the part of faculties" (Harris, 1968, p. 159). 
Another view of the anti-business argument is put forth 
in an article by Fred J. Evans (1981) called "Academics, the 
New Class, and Antibusiness Ideology." In this article he 
states that the growing number of business-sponsored economic 
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education programs and free enterprise institutes indicates 
that executives are increasingly concerned about public 
hostility toward business and government control of the 
economy. Although business managers have always felt 
unjustly criticized, there is increasingly more substance 
than paranoia to their protestations... With the emergence 
of the post-industrial society, criticism of business has 
been taken up by a predominantly middle and upper middle 
income stratum variously called the 'new class’ or 
intelligencia.' This new class or intelligentsia has, 
according to Evans, enormous unprecedented power and 
influence over the post-industrial society and has 
historically been opposed to business. He cites an article 
by Robert Nisbet to this effect: "There are exceptions - 
Adam Smith preeminant - but from Hobbes through Rousseau, 
even Burke and deToqueville, down to the present, the 
prevailing attitude of intellectuals toward businessmen and 
what they do has been negative. It has ranged from contempt 
and caricature to outright hostility and attack." Evans 
continues that this new intelligentsia he speaks of dominates 
government, media, academia, not for-profit-research and 
citizen activist organizations and "their ideology is that of 
\ 
the intellectuals, specifically academia social 
scientists..." He claims what is significant about this new 
class is that they tend to be politically liberal and 
critical of dominant institutions and values associated with 
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industrial society, especially business and capitalism. "The 
new class...has certain interests that predispose it toward 
an antibusiness posture. Being in a comfortable economic 
situation, this class tends to be quite sensitive to 'quality 
of life' issues and opposes economic growth if it threatens 
the quality of life..." He claims that the origin of this 
thought comes from college education specifically the 
attitudes of faculty toward business, that the ideology of 
the new class is shaped by the ideology of intellectuals, and 
that in the post-industrial society the central intellectual 
institution is the university, and academics are the center 
of the intellectual community. 
To understand the origins of this new class one must 
examine the ideology of the American academic according to 
Evans. "Comparison of academic and general public opinion on 
a variety of questions indicates that academics tend, with 
considerably more frequency than the general public, to think 
of themselves as left or liberal." He continues, that in 
spite of the fact that the whole academic community surveyed 
tend to be liberal and anti-business there are many 
significant internal differences as revealed by a number of 
surveys. Academics from more prestigious institutions tend 
to be more liberal and critical of business than academics 
from less prestigious institutions, and older academics are 
more liberal and more critical of business than younger 
academics. The most significant difference according to 
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Evans arises in relation to discipline. He ranks from most 
to least liberal, social sciences and humanities, followed by 
fine arts, natural sciences, and business, with the vast 
differences between the social sciences and business 
especially notable. As might be expected the relatively 
liberal social scientists are more critical of existing 
society "having more pronounced egalitarian sympathies and 
ra^re anti—business sentiment than their more conservative 
colleagues in business school." 
Evans does see some hope even in the increasing 
anti-business climate, however. "A new academic discipline 
combining business, government, and society is emerging in 
the business school and the academics in this discipline do 
not share the hostility toward business characteristic of 
academic social scientists." He feels that the new group 
will possibly have a positive influence on their colleagues 
in other disciplines and serve as a catalyst uniting other 
intellectuals in defense of American capitalism (Evans, 
1981). 
Milton Freidman would agree with Evans. The Nobel 
Laureate, speaking to a group of businessmen in Dallas, 
commented that businessmen were supporting their enemies. 
They support universities and faculty who are undermining the 
basis of the free enterprise system. "Unfortuantely it is 
the perception of many business managers that academic 
freedom is often used as license to explore only the liberal 
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end of the spectrum and that conservative viewpoints tend to 
be neglected in classrooms and on campus." 
He goes on to argue that corporate money should not be 
spent on institutions of higher education which blatantly 
express an anti-business posture or that do not at least 
present an objective viewpoint between liberals and 
conservatives. He alludes to a Gallup poll which indicated 
that more students graduate liberal (rather than 
conservative) than enter. (30% in and 53% out.) The poll 
concludes that little is being done in our colleges and 
universities to overcome the lack of knowledge about our free 
market system. This poll also indicates, according to 
Freidman, that as a whole college faculty appear to be more 
liberal than Americans in general. Freidman goes on to say 
that business does not want to stifle opposing points of view 
and critiques of the business world in the college classroom, 
and feels that if business is given a fair hearing will 
withstand critical analysis. "The trouble is that corporate 
business scarcely receives a fair hearing in many departments 
and schools" Malott, 1978, p. 133). 
Ron Christy, associate director of The Center for 
Entrepreneurship and Small Business Management at Wichita 
State University, would agree with Freidman's statement that 
not enough is done to enlighten students about business. He 
says, "We believe that a lack of understanding of the free 
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enterprise system has spawned regrettable antibusiness 
attitudes" (Nation’s Business, 1982). 
Put another way, Dr. Francis Horn (1961) believes 
institutions of higher education must take steps to merit 
additional support from business and industry. She claims 
that colleges and universities are not as inefficient as they 
are often charged and on the other hand businesses are seldom 
as efficient as they are assumed to be. Yet there is no 
question that colleges and universities can do much to 
improve their operations and become more efficient and 
economical. "Fortunately," she states, "most administrators 
are aware of this and are initiating efforts to improve the 
situation." 
Financial support is merely one obligation business and 
industry have to higher education according to Horn. They 
must also work more closely with colleges on advisory boards 
and councils and assist in less formalized ways. In order to 
help, they must also understand the nature and objectives of 
higher education and realize that "college faculty are not 
trying to overthrow our system of free enterprise, but are, 
in effect, stout defenders of that system." Horn continues, 
that business must also understand that the academics must be 
free to criticize the elements of the system, which to them 
seem to need improvement. "Only in the free marketplace of 
ideas, as Thomas Jefferson said at the foundation of our 
nation, can true democractic society flourish and progress. 
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Horn believes that academic freedom is not a special 
privilege of college and university professors, but is part 
of a longer intellectual freedom that everyone in a 
democratic society must enjoy in order for a free society to 
advance and prosper. She concludes: "It is in the 
self-interest of business and industry that colleges and 
universities remain strong. Institutions of higher-education 
and business and industry are partners in a very real sense, 
and they will stand or fall together." 
In their study of barriers to collaboration between 
business and education, the Ohio Board of Regents report also 
indicates that continuing educators serving as liaison 
between the colleges and the business community face 
obstacles from within their own institutions that inhibit 
cooperative relationships with business. These barriers 
include competition between departments and individual 
faculty members, negative faculty attitudes toward continuing 
education and/or business and industry collaboratives. The 
lack of real commitment on the part of deans and 
administrators also creates barriers to weaken the 
cooperative relationship serving to undermine progress in 
program development. 
The Ohio Board concluded that these barriers "are 
nurtured by a lack of exposure and understanding. The 
academic community generally lacks a sensitivity to the 
values and needs of private enterprise. The reverse is also 
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true, however, the board felt that opinions of each about the 
other are beginning to change as they work more closely with 
each other (Moore, Settle and Skinner, 1982). 
The Board's report concures with other surveys that the 
traditional education system has been blamed for deficiencies 
in the preparation of the workforce, primarily in areas of 
language, computational skills, communications and 
interpersonal and problem solving skills. Colleges and 
universities, according to this report, have also been 
criticized for inconsistencies between mission statements and 
outreach activities, "lacking measurable performance 
outcomes, insensitivity to the level of experience of their 
adult clientele, and inflexibility in design and format of 
instruction. At the same time, educational institutions have 
been reluctant to respond too vigorously to the corporate 
world in order to provide general education for a broader set 
of interests" (Ohio, 1982, p. 12). In the Ohio Board of 
Regents study of the factors which inhibit college/company 
cooperation, it was found that colleges and companies have 
been at cross-purposes at times due to a perceived 
"credibility gap" fostered over years of pedagogical, 
attitudinal, and organizational/procedural differences. 
Companies blamed traditional education for being responsible 
for the deficiencies in the preparation of the workforce 
specifically in the areas of language, mathematics and and 
problem-solving skills. 
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The study revealed access to college programs with 
flexible hours and operating procedures was difficult to 
obtain by companies. College personnel, on the other hand, 
experience difficulty in gaining information about employee 
education and training needs. Another problem occurred when 
company personnel were not familiar with college operational 
procedures and did not know how to find the right person to 
contact for university services and knew only names of a few 
faculty members. Also, there were problems, in many cases, 
meeting the needs of a company because a college did not 
investigate specific company educational problems and apply 
appropriate solutions. At the same time companies did not 
always provide enough lead time for development of new 
courses and implementing procedures, forcing the college to 
use standard but inappropriate credit courses (Ohio, 1982, p. 
12). The Board, however, indicated the climate for 
cooperation is changing. 
In Connecticut a similar conclusion was reached by the 
Governor's Commission on Education and the Economy. 
"Employers complain that business majors often cannot compose 
a letter, while liberal arts graduates may lack the 
intellectual discipline, skills and work habits traditionally 
associated with a bachelor of arts degree." The Commission 
also found that higher education in Connecticut was not 
meeting the needs in many areas of business and in cases was 
reluctant to form cooperative ventures. 
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In response to those educational leaders defending 
tradition the Commission said, "There is no inherent conflict 
between the aims of higher education and the educational 
requirements of employment. Certainly none was contemplated 
by the founders of Connecticut's public or’private colleges. 
The state's oldest and preeminent institution in higher 
learning, Yale College, was chartered in 1701 as a place 
'wherein youth may be instructed in arts and the sciences, 
who through the blessing of Almighty God, may be fitted for 
public employment, both in church and civil state'" 
(Connecticut, 1982, p. 30). 
Connecticut educators blamed inadequate funding, budget 
recessions, freezes on vacant teaching positions, and 
inflexible budget procedures as reasons why Connecticut's 
public colleges have not been able to meet the demands of 
business and high demand career programs. They also 
acknowledged that the high percentage of tenured faculty at 
many institutions has limited their ability to restructure 
curricula quickly (Connecticut, 1982). According to Irwin 
Harrison of the Research/Analysis Corporation of Boston, 
Massachusetts, and Melvin H. Bernstein, a consultant to the 
Connecticut Board of Higher Education, the results of a 
survey showed "that only 13 percent of 400 education and 
business leaders said New England's colleges and universities 
are helping outstandingly to meet the labor force needs of 
the region" (Sevick, 1980). 
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Again, businesses are not all asking for exotic programs 
and in many cases are seeking traditional education for their 
employees. Dr. Calvin Lee, former president of'Boston 
University and current president of Human Resource 
Development at Prudential Life Insurance, made these remarks 
at the Tri-Regional American Association of Higher Education 
Conference in New York in 1981. "The reaction of 
undergraduates and colleges toward vocationalism at the 
expense of liberal arts training, in my opinion, is the wrong 
solution to the problem. Some of us in industry consider 
this dangerous for higher education, for industry and for our 
society." He went on to say more creative thought should be 
given to developing ways in which a liberal arts education 
can more naturally take into consideration new career 
opportunities and directions. Both employers and colleges 
should learn to view education in terms of competencies in 
languages, analytical skills, quantitative and communication 
and synthesizing skills and not in what a person majored in. 
Future managers should be educated in the broadest terms and 
be familiar with general areas of knowledge. 
Regarding education at corporation sites, Dr. Lee 
commented that it is different than on most campuses. 
‘"Corporate oriented education and training must be learner 
and not teacher centered as in the traditional professional 
mode. This is probably the biggest barrier to developing an 
on—going relationship between industry and the collegiate 
world. 
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Even the better than average classroom professor 
would not be acceptable in a corporate adult learning 
setting" (Lee, 1982, p. 18). 
Part of the problem exists in timing, as well. Some of 
the larger companies, especially those in the faster spaced 
technological and financial fields, were ready for outreach 
from universities and colleges before universities and 
colleges were really ready and capable of handling their 
increased educational needs. Some of this, for sure, was 
based on internal mechanisms already in place on campuses and 
the cautious nature of educators especially when it comes to 
responding to what might easily be short-lived narrow range 
projects (and possibly fads) being promoted by business. 
This posture was exemplified in a response by Wesleyan's 
president to Aetna's announcement that they were requesting 
all educators in Connecticut to help work on Aetna's 
long-range human development plan. He cautioned "We are not, 
nor should we be, in a position to shift direction, to 
compromise values or to redefine what we are about in 
response to the marketplace, without careful study" 
(Schneider, 1982, p. C2). The need, however, has persisted 
and even grown to the point where businesses felt they had to 
act independently of the established education institution. 
In a great many cases, many of the plans being executed now 
by business have been in the making for many years. 
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Even though there have been successful examples of 
outreach both in the liberal arts and technical fields, and 
as this study shows there is even willingness on the part of 
educators to look favorably on preparing students for 
employment and giving credit for on-the-job training, there 
are still problems. Either companies are impatient and less 
flexible than they would like others to believe or they 
needed to centralize all their training and education (as was 
recently announced by Aetna, The Hartford and Travelers) and 
create this competitive situation. Some believe businesses 
either feel they can educate better and at less expense (yet 
the facts have not necessarily born this out and the public 
may never know the true story) and others believe businesses 
are getting more involved in education because they have 
money to burn or even worse do not know what they are doing. 
According to Robert Phillips, the reasons why Aetna has 
had to develop such an extensive educational program on its 
own is that there are too many situations which inhibit 
responsivensss by colleges and universities to Aetna’s 
educational needs. These are: "high fixed costs, dropping 
enrollments, massive federal cuts, and the red tape involved 
in moving resources among institutions. All these are 
spelled out very painfully in the Thomas Commission 
Report..." (Report of The Governor's Commission on Higher 
Education and the Economy, 1982). He acknowledges that 
business has been very slow to communicate its needs to 
131 
higher education for several reasons. "First...the pace of 
change often obscures our training needs even from ourselves. 
Also, production requirements of most businesses - including 
ours - often produce short term-time-lines in planning. Long 
range human resources development planning is fairly new. 
Finally we have opened few regular, meaningful channels of 
communication with academic institutions." 
He continues to say it would be naive or even deceptive 
to suggest that Aetna's new $25 million dollar education 
Institute will not, in some way, compete with existing 
educational institutions. Yet Phillips contends Aetna 
intends to try to improve relationships with the higher 
education community in the long run. "What good is success 
if your world is coming down around your ankles... We share 
your (education's) view of the value of liberal arts 
education...(however), such a scope is difficult to realize 
in the context of corporate education. So we depend on 
institutions whose mission is so stated." 
Phillips goes on to say that one big problem Aetna has 
is that it must interview too many candidates, all qualified 
on paper, before it finds the right one. "Being candid, I 
think it's safe to say we'd prefer to see more good students 
who are qualified to fill more demanding jobs." He concludes 
that Aetna plans to work with the educational community as 
much as it can. One definite possibility is to structure a 
Joint Planning Committee, to include educators from central 
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Connecticut, to help Aetna structure more appUcable 
executive education programs and to bring even more of the 
•'perspectives of liberal arts disciplines to bear on business 
decisions." He indicates that Aetna is hoping that 
collaborative arrangements can really work and that 
"organizations - academic and corporate - can change" 
(Phillips, 1982). 
According to another representative from Hartford's 
business community. Dr. John C. Gibson, secretary and 
director of education for The Hartford Insurance Group, the 
reasons why corporations like his are setting up their own 
schools is because "we do not get well educated people" 
(Sevick, 1980). While colleges and universities in New 
England are projecting a 40 percent decline in the number of 
high school graduates, Gibson says, corporate schools are 
experiencing a population explosion. He states, of the 
18,000 employees at the prestigious Hartford based insurance 
company, 10,000 employees go through some type of educational 
program each year. Gibson states that of these 10,000 
employees, 10 to 15 percent need remedial programs in 
writing, reading and computation skills. The Hartford, 
according to Gibson, feels it is only one among many 
industries including Aetna and Wang which feel that colleges 
and universities are failing to meet the needs of the labor 
market. As a result The Hartford invested over $10 million 
dollars to build its own college which has 25 classrooms and 
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sleeping facilities for 85 students. Unlike Aetna, which 
built a totally new facility, The Hartford bought the college 
campus, of the now defunct Mount St. Joseph Academy. 
Dr. Gibson claims that these corporate schools are being 
called the fastest growing schools in the country and higher 
education officials in New England, particularly in 
Connecticut, fear they will compound the problems that now 
exist because of dwindling enrollment and inflation. He 
claims it is less expensive to give someone an education at a 
corporate school than at colleges and universities. 
Dr. Lawrence Weinstein does not feel the real numbers 
prove this conclusively. He feels that at a time, when 
full-time enrollments are dropping on college campuses 
corporations should be taking advantage of the available pool 
of specialized talent and expertise found on college campuses 
at reasonable costs. To the extent that this expertise is 
additionally subsidized by public funds and private 
endowments, colleges may be an especially attractive 
resource. Weinstein goes on to say that for business "costs 
do not appear to have nearly the same impact on program 
decisions as does the quality o,f instruction and content. 
Equally important is the specific fit the education has with 
the employer's training needs." Weinstein further comments 
that there is a growing interest on the part of business 
management and employees alike for more broadly based adult 
education. Several of the administrators interviewed for his 
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research indicated that these broadly based educational 
programs "aid employees in solidifying career and life goals, 
while at the same time increasing employee morale" 
(Weinstein, 1982, p. 283). 
However, Weinstein cautions that the business community 
may someday face the same plight higher education is facing 
today. "By entering the education business on such a large 
scale, the company may someday face a scenario that already 
plagues colleges and universities. In the plentiful i960's, 
campuses were expanded rapidly to accommodate swarms of 
students from the post-World War II baby boom. Heavy debt 
burdens were assumed. But a critical shrinkage in the ranks 
of seventeen-to twenty-one-year-olds made the 1970's a decade 
of scarcity. The company could face similar pressures to 
keep its facility at cost-efficient usage levels." Weinstein 
indicates that as long as companies grow and employee 
turnover is high, filling seats in the company run education 
centers should not be a problem. However, if employment 
levels shrink and the applicant pool decreases as well 
causing potential underutilization, companies may face 
serious problems. 
Dr. Theodore J. Settle in a presentation on "Interaction 
Between the Corporation and the University" drew some 
guidelines for higher education to follow if they are to work 
successfully with the business community. He said that 
higher education will have to satisfy two conditions and 
cultivate four beha 
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vioral characteristics before they are 
recognized as "viable delivery mechanisms of education to 
corporate employees." They must ensure consistency between 
the desire for outreach activities and the implementation of 
existing mission statements; maintain a commitment to 
quality; and behaviorally they will have to demonstrate 
flexibility, creativity, responsiveness, and opportunism 
(National Report, 1981). 
CHAPTER III 
METHODOLOGY 
Overview of Research Design 
The issues business raises about their troublesome 
relationships involving collaboration and cooperation with 
educational institutions are well documented and are 
extensively cited in the review of the literature and 
throughout the body of this study. The main concern of this 
research, however, is whether or not higher education is 
ready, willing or able to philosophically comply with the 
demands voiced by business. The principle aim of this 
descriptive study is to investigate faculty and 
administrator's opinions toward working with business. 
Sample 
The sample for this study is made up of ninety-five 
educators including deans, administrative staff, chairpersons 
and faculty members from Connecticut's major independent and 
tax supported colleges. They were identified by deans of 
continuing education in respective institutions. These 
deans, all members of the Connecticut Association for 
Continuing Education, selected an equal number of 
administrators and faculty from their college's arts and 
science and business schools and distributed the 
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questionnaires through inter-campus mail. Each participant 
anonymously completed the questionnaire and returned it 
directly to this writer in an attached, self-addressed, 
stamped envelope. 
Instrument 
The seventeen item questionnaire was designed to elicit 
responses to issues raised by the literature review and this 
writer's extensive experience in the field, and deliniated in 
the main research question. Generally, the intent here is to 
discover administrator and faculty opinions toward on-site 
education and issues surrounding the growing concern over the 
quality of education and working relationships between 
colleges and universities and the business community. The 
on-site model represents a growing trend in program delivery 
and marketing by competitive higher education institutions 
and is specifically designed to attend to the educational 
needs of business through extended service and convenience. 
The questionnaire was refined several times through pilot 
studies and by using adult educators and design experts as 
judges who critiqued the face validity of the instrument on 
the basis of content and construction. 
Research Question 
The research question is divided into seventeen factors. 
Through the use of the questionnaire (see Appendix III) this 
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study analyzes, through the perceptions of key university 
administrators and faculty, which of the following factors 
affect the cooperative and collaborative relationships 
between formal higher education institutions and the busine 
community and whether there are significant differences in 
opinions about these issues between faculty and 
administrators. 
ss 
Factors 
1. Does a significant difference exist between faculty and 
administrators with respect to whether or not 
universities and colleges, in general, should provide 
credit-bearing classes at business sites? 
2. Does a significant difference exist between faculty and 
administrators with respect to whether or not the 
quality of education is as important to business as it 
is to institutions of higher education? 
3. Does a significant difference exist between faculty and 
administrators with respect to whether or not faculty 
are reluctant to teach credit courses at business sites? 
4. Does a significant difference exist between faculty and 
administrators as to whether or not faculty incentives 
to teach on-site courses impact on their willingness to 
deliver programs at business sites? 
5. Does a significant difference exist between faculty and 
administrators with respect to whether or not colleges 
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10. 
11. 
and universities would be involved with on-site programs 
if these institutions did not need the money generated 
by tuition? 
Does a significant difference exist between faculty and 
administrators with respect to whether or not business 
should have some influence over college credit program 
design, content and method of delivery? 
Does a significant difference exist between faculty and. 
administrators with respect to whether or not the 
"shadow institutions" pose a threat to traditional 
education? 
Does a significant difference exist between faculty and 
administrators with respect to whether or not the 
reasons for the evolution of the "shadow institutions" 
are clear? 
Does a significant difference exist between faculty and 
administrators with respect to whether or not the 
quality of college education has erroded over the recent 
years? 
Does a significant different exist between faculty and 
administrators with respect ot whether or not colleges 
and universities should be responsible for preparing 
students for employment? 
Does a significant difference exist between faculty and 
administrators with respect to whether or not 
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universities and colleges should give college credit'for 
on-the-job training? 
12. Does a significant difference exist between faculty and 
administrators with respect to whether or not a healthy 
working relationship between universities and business 
will help ensure the future survival of the 
universities? 
13. Does a significant difference exist between faculty and 
administrators with respect to whether or not their own 
institutions should provide on—site education? 
14. . Does a significant difference exist between faculty and 
administrators with respect to whether or not teaching 
or providing on-site education is demeaning to the 
college educator? 
15. Does a significant difference exist between faculty and 
administrators with respect to whether or not there is 
more prestige associated with teaching on campus than at 
a business site? 
16. Does a significant difference exist between faculty and 
administrators with respect to whether or not teaching 
at a corporate site inhibits classroom freedom for 
faculty? 
17. Does a significant difference exist between faculty and 
administrators with respect to whether or not industries 
would be more generous donors to educational institu¬ 
tions if on-site classes were made available to them? 
Analysis 
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Factors 1-17 were tested using one way analysis and cross 
tabulation, not a t test, because three groups, faculty, 
administrators, and chairpersons, are being compared. 
Related Research Questions 
Additional analysis was computed for the relationship of 
demographic items to these factors to analyze possible 
relationships between background and opinion. Tenure, 
departments, work experience, age, type of institution, type 
of degrees, undergraduate and graduate, age of department, 
institutions that provide and do not provide outreach 
programs, and experience teaching outreach programs, were 
correlated with the seventeen factors on the survey using 
crosstabulations instead of a t test because of the three 
groups that emerged: faculty, administrators, and 
chairpersons. 
CHAPTER I V 
Analysis of the Data 
Frequencies 
Business Experience 
54 of the 93 valid cases had work experience in business 
with a mean of 7.6 years. Most had a positive reaction with 
a mean of 2.1 (on the Likert scale of high 1-5 low). 
Faculty Experience 
79 of the 92 valid cases had work experience as faculty 
with a mean of 13 years. Most had a positive reaction to 
this experience with a mean of 1.5 (on the Likert scale of 
high 1-5 low). 
Administrative Experience 
47 of the 93 valid cases had work experience as academic 
administrators with a mean of 7.8 years. Most had a positive 
reaction with a mean of 1.9 (on the Likert scale of high 1-5 
low) . 
General Attitude Toward Business 
The general attitude toward business of all categories 
was fairly high with a mean of 2.2 (on the Likert scale of 
high 1-5 low). 
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Departments with Outreach Programs 
37 of the 91 valid cases had department run outreach 
programs. 
Universities with Outreach Programs 
of the 93 valid cases had university run outreach 
programs. 
Collaboratively Run Outreach Programs 
52 of the 89 valid cases had collaboratively run 
outreach programs with divisions of continuing education. 
Experience Teaching Outreach Classes 
24 of the 94 valid cases had recent experience teaching 
outreach classes with a mean score of 1.9 reaction to this 
experience (on the Likert scale of high 1-5 low). 
Previous Experience Teaching Outreach Classes 
13 of 93 valid cases had experience teaching outreach 
classes with a mean score of 1.7 reaction to this experience 
(on the Likert scale of high 1-5 low). 
This study includes 95 respondents instead of the 
original 40 and was divided into three groups of respondents, 
administrators, chairpersons and faculty rather than the 
original proposed administrators and faculty. The reason for 
this is that in reading the results of the questionnaire the 
chairpersons evolved as a separate group by virture of how 
they answered the 17 questions compared to administrators and 
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faculty. Therefore, instead 
planned for the two groups, 
way analysis with chi square 
third group. 
of using a t- test as originally 
administrators and faculty, a one 
was used to accomodate this 
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Crosstabulation of Administrators. Chairpersons 
a_nd bacuity Responses with the~i~7~P^?^r-- 
In response to Factor 1, universities in 
provide credit courses at business sites, the 
respondents agreed. 
general should 
majority of 
STRONGLY AGREE 
AGREE % % 
(.2077) - 
ADMIN. 33.3 33.3 
CHAIR. 50.0 16.7 
FACULTY 59.4 25.0 
UNSURE DISAGREE STRONGLY 
% % DISAGREE 
16.7 13.9 2.8 
25.0 4.2 4.2 
6.3 3.1 6.3 
This indicates there are other factors besides 
willingness to provide these classes actually in the way of 
better collaboration and cooperation between education and 
business at this level. 
In response to Factor 2, the quality of education is as 
important to business as it is to us in higher education, 
there was no strong significance in differences among this 
group in how they responded as indicated in the following 
table. 
STRONGLY AGREE UNSURE DISAGREE STRONGLY 
(.3763) 
AGREE % % % % DISAGREE % 
62.2 27.0 2.7 8.1 ADMIN. 
CHAIR. 79.2 16.7 4.2 — 0 
FACULTY 83.9 9.7 3.2 — 3.2 
In response to Factor 3, faculty in the institution were 
I work are reluctant to teach credit courses at business 
sites, there was a great deal of uncertainty. 
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(.6163) 
ADMIN. 
CHAIR. 
FACULTY 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE ' 
8.0 
4.3 
10.0 
11.4 
26.1 
20.0 
40.0 
21.7 
36.7 
31.4 
26.1 
23.3 
8.6 
21.7 
10.0 
The uncertainty possibly indicates this idea is 
unexplored m most of the institutions surveyed. Around this 
uncertainty the three groups showed fairly even distribution 
in answers, almost evenly split in each group between 
agreeing and disagreeing. 
In response to Factor 4, faculty would be less reluctant 
to teach credit classes at business sites if there were more 
incentives to do so. There was an overwhelming majority 
agreeing and strongly agreeing. 
STRONGLY AGREE UNSURE DISAGREE STRONGLY 
(.5156) 
AGREE % % % % DISAGREE 
27.8 44.4 16.7 5.6 5.6 ADMIN. 
CHAIR. 42.9 33.3 9.5 0 14.3 
FACULTY 46.7 30.0 13.3 0 10.0 
In light of the results of Factors 1 and 3, there is 
obviously an issue here. The area of incentives could be an 
important aspect of this relationship with business and would 
be an important issue to investigate further. 
In response to Factor 5, universities and colleges would 
not offer credit courses at business sites if these 
institutions did not need the money, there was a fairly wide 
range in distribution of answers. 
STRONGLY AGREE 
AGREE % % 
(.3288) - 
aDMIN. 11.1 25.0 
CHAIR. 8.3 12.5 
FACULTY 28.1 12.5 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
22.2 25.0 16.7 
20.8 29.2 29.2 
12.5 18.8 28.1 
Although there is not a large statistical significance 
in this case, it seems that the issue of income is not a 
definite deciding factor in favor or against conducting 
outreach classes since we have seen a majority were in favor 
of the concept. 
In response to Factor 6, business should have some 
influence over college credit program design, content and 
method of delivery, there is an interesting difference in 
opinion between the groups in this sample. 
STRONGLY AGREE UNSURE DISAGREE STRONGLY 
(.4553) 
AGREE % % % % DISAGREE % 
8.1 16.2 24.3 27.0 24.3 ADMIN. 
CHAIR. 4.2 25.0 20.8 29.2 20.8 
FACULTY 21.9 28.1 12.5 18.8 18.8 
Administrators and chairpersons were more heavily 
weighted on disagreeing while faculty seemed more agreeable. 
There were enough unsure to indicate possible movement here. 
The fact, however, that the faculty were less rigid in this 
case and that the chairpersons and administrators voted in a 
similar fashion is important. It may indicate that 
administrators and chairpersons are maintaining status-quo 
while those practitioners who are in the classrooms are 
trying to make their courses more 
possibly employment needs. 
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relevant to business and 
In response to Factor 7, "shadow Institutions" are a 
threat to traditional education, there was overwhelming 
agreement. 
1 a a r. *7 \ 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE * l .4ob / ) 
ADMIN. 16.2 43.2 8.1 24.3 8 1 
"CHAIR. 12.0 36.0 24.0 12.0 16.0 FACULTY 22.6 25.8 19.4 16.1 16.1 
In themselves these figures are not surprising, and 
surely not statistically significant? but in relation to the 
next two factors there is a definite pattern evolving. 
In response to Factor 8, the reasons why " shadow 
institutions" evolved are clear, administrators again, as in 
their response to Factor 7, overwhelmingly agreed, while 
chairpersons, who indicated feeling threatened in Factor 7 
were either unsure or disagreed here • 
• STRONGLY AGREE UNSURE DISAGREE STRONGLY 
AGREE % % % % DISAGREE % 
(.1113) 
ADMIN. 24.3 32.4 21.6 16.2 5.4 
CHAIR. 16.7 4.2 37.5 20.8 20.8 
FACULTY 29.0 19.4 29.0 6.5 16.1 
On the otherhand a majority of faculty either agreed or 
were uncertain. 
149 
In response to Factor 9, the quality of college 
education has eroded in recent years, chairpersons again hold 
the line. 
(.1503) 
ADMIN. 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
13.5 35.1 13.5 24.3 13.5 CHAIR. 8.0 24.0 12.0 28.0 28.0 FACULTY 37.5 25.0 9.4 15.6 12.5 
They agreed there is a threat, did not seem to know why 
and yet a majority did not feel that the quality of education 
has eroded. However, a slight majority of administrators and 
a high majority of faculty felt that quality had eroded in 
recent years. 
In response to Factor 10, it is our responsibility as 
college educators to prepare students for employment, the 
overwhelming majority agreed. 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
( .3642) 
ADMIN. 27.0 29.7 24.3 10.8 8.1 
CHAIR. 20.0 36.0 28.0 4.0 12.0 
FACULTY 50.0 21.9 12.5 9.4 6.3 
This again indicates the possibility of a strong 
partnership with business. 
In response to Factor 11, I feel comfortable giving 
college credit for on-the-job training, here again is a 
fairly even distribution. • 
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( .2942)* 
ADMIN. 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE STRONGLY 
% DISAGREE % 
13.9 36.1 16.7 22.2 111 CHAIR. 28.0 20.0 20.0 16.0 160 
FACULTY 31.3 12.5 18.8 12.5 25.0 
Once more administrator s and faculty concurred in 
opinions showing little difference in the way they think. 
In response to Factor 12, a healthy relationship between 
my institution and the business community will help ensure 
the future survival of this institution, there was almost an 
unanimous opinion that in fact there is a strong link between 
educational institutions and the business community. 
STRONGLY AGREE 
AGREE % % 
(.0397) 
ADMIN. 45.9 35.1 
CHAIR. 32.0 24.0 
FACULTY 48.4 22.6 
A significant differe 
UNSURE DISAGREE STRONGLY 
% % DISAGREE % 
5.4 2.7 10.8 
40.0 0 4.0 
29.0 0 0 
in opinion comes into play in 
how unsure these groups were. As well, again, the 
chairpersons vote as a body different from administrators and 
faculty. 
In response to Factor 13, the institution where I work 
should provide credit classes at business sites, a question 
specifically designed to compare responses to Factor 1, it 
seems that in each group, slightly and consistently more felt 
their own institution should provide credit classes at 
business sites rather than in general all universities 
should. 
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( .1517) 
admin. 
CHAIR. 
FACULTY 
STRONGLY AGREE 
AGREE % % 
40.5 29.7 
48.0 20.0 
54.8 35.5 
UNSURE 
% 
13.5 
28.0 
3.2 
disagree 
10.8 
40.0 
6.5 
STRONGLY 
DISAGREE 
5.4 
0 
0 
In response to Factor 14, teaching or providing credit 
classes at a business site is demeaning to the college 
educator, virtually all the opinions were heavily weighted on 
disagreeing. 
(.8516) 
ADMIN. 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
2.7 5.4 10.8 16.2 64.9 CHAIR. 0 0 12.0 16.0 72.0 
FACULTY 6.3 3.1 6.3 12.5 71.9 
The next highest category was in the unsure column. 
Obviously this is not an issue. 
In response to Factor 15, there is more prestige in 
teaching on campus than at a business site, there was a more 
even distribution than in Factor 14 with administrators 
almost evenly split between agreeing and disagreeing. 
STRONGLY AGREE UNSURE DISAGREE STRONGLY 
(.2090) 
AGREE % % % % DISAGREE % 
8.3 33.3 13.9 16.7 27.8 ADMIN. 
CHAIR. 0 16.0 20.0 28.0 36.0 
FACULTY 12.5 15.6 28.1 9.4 34.4 
In response to Factor 16, teaching in a corporate 
setting inhibits classroom freedom for faculty, most 
respondents either strongly disagreed or disagreed. 
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STRONGLY AGREE 
(.9456) 
AGREE % % 
2.7 10.8 ADMIN. 
CHAIR. 4.0 8.0 
FACULTY 3.1 9.4 
In response to Factor 
UNSURE disagree STRONGLY 
% % DISAGREE 
8.1 27.0 51.4 
16.0 24.0 48.0 
21.9 21.9 43.8 
17, industries would be more 
generous donors to our educational institutions if on-site 
credit classes were made available to them, most of the 
respondents, agreed. 
STRONGLY AGREE 
AGREE % % 
(.7475) - 
ADMIN. 18.9 35.1 
CHAIR. 8.0 44.0 
FACULTY 22.6 38.7 
UNSURE 
27.0 
36.0 
32.3 
DISAGREE 
% 
10.8 
4.0 
3.2 
STRONGLY 
DISAGREE % 
8.1 
8.0 
3.2 
There was a great deal of uncertainty, however. This 
may be another indication of how little information they have 
at their disposal or real practical experience in this form 
of enterprise. 
Demographics 
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Crosstabulation of Demographics and the 17 Factors 
Male/Female 
Since there was an overwhelming number of male 
respondents, (82) and so few female respondents (12) this 
crosstabulation had little significance for a comparative 
study. 
Married/Single 
Again, no significant crosstabulation study can be made 
here because of the uneven categories. There were 76 married 
respondents and only 17 single respondents. 
Tenured/Non-Tenured 
Although there were 61 tenured respondents and 29 
non-tenured respondents, some interesting crosstabulations 
are useful. Tenured and non-tenured respondents voted almost 
identically to Factors 1 and 2. 
There was a slight discrepency in Factor 3, faculty at 
the institution where I work are reluctant to teach credit 
classes at business sites. 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
(.3504) 
TENURE 7.1 23.2 32.1 23.2 14.3 
NON-TENURE 10.3 6.9 37.9 34.5 10.3 
Although there was some discrepency in the percentage of 
agreement, both had a high rate of uncertainty. There may be 
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an indication here that tenured faculty function slightly 
differently than non-tenured faculty. 
There was little significant difference in response to 
Factor 4. 
Both groups showed little difference in response to 
Factor 5, universities and colleges would not offer credit 
classes at business sites if these institutions did not need 
the money, except for the strength of their opinions. 
STRONGLY AGREE UNSURE DISAGREE STRONGLY 
(.1543) 
AGREE % % % % DISAGREE % 
18.3 13.3 18.3 20.0 30.0 TENURE 
NON-TENURE 13.8 27.6 17.2 31.0 10.3 
In response to Factor 6, business should have some 
influence over college credit program design, content, and 
method of delivery, slightly more non- tenured respondents 
agreed. 
STRONGLY AGREE UNSURE DISAGREE : STRONGLY 
(.0351) 
AGREE % % % % DISAGREE % 
13.3 16.7 20.0 21.7 28.3 TENURE 
NON-TENURE : 6.9 37.9 13.8 34.5 6.9 
Tenured and non-tenured respondents showed some 
difference in response to Factor 7 as well, "shadow 
institutions" are a threat to traditional education. More 
non-tenured than tenured respondents agreed. 
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(.2741 ) 
TENURE 
NON-TENURE 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
16.7 
20.7 
31.7 
41.4 
20.0 
6.9 
15.0 
24.1 
16.7 
6.9 
There was a large disc repency in the unsure category 
where more tenured than non 
-tenured respondents showed 
uncertainty. 
Again there was little significant difference in 
response to Factor 8, the reasons why the "shadow 
institutions" evolved are clear, except a slightly higher 
percentage of non- tenured respondents agreed. 
STRONGLY AGREE UNSURE DISAGREE STRONGLY 
(.5021) 
AGREE % % % % DISAGREE % 
20.3 20.3 27.1 15.3 16.9 TENURE 
NON-TENURE 34.5 20.7 27.6 10.3 6.9 
There were some interesting results surrounding Factor 
9, the quality of college and university education has eroded 
in recent years . Again a slightly higher percentage of 
non-tenured respondents agreed. 
STRONGLY AGREE UNSURE DISAGREE STRONGLY 
(.3998) 
AGREE % % % % DISAGREE % 
21.3 24.6 9.8 24.6 19.7 TENURE 
NON-TENURE 20.7 41.4 10.3 20.7 6.9 
There was little significant difference in answers to 
Factor 10. 
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Factor 11, I feel comfortable giving college credit for 
on-the-job training, showed some significant difference in 
opinion. 
( .0289) 
TENURE 
NON-TENURE 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
23.0 
25.0 
18.0 
35.7 
19.7 
17.9 
13.1 
21.4 
26.2 
0 
There was little significant difference between the two 
groups in answering Factors 12-15. 
In response to Factor 16, teaching in a corporate 
setting inhibits classroom freedom for faculty, a slightly 
higher percentage of non-tenured respondents agreed. 
STRONGLY AGREE UNSURE DISAGREE STRONGLY 
( .3309) 
AGREE % % % % DISAGREE % 
1.6 6.6 14.8 29.5 47.5 TENURE 
NON-TENURE 3.4 17.2 17.2 13.8 48.3 
There was little significant difference in how 
respondents answered Factor 17. 
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Crosstabulation of Busines 
Arts and Sciences Departments 
s Departments and 
with the 17 Factors 
There was no significant difference in 
Factors 1 and 2. 
response to 
In response to Factor 3, faculty at the institution 
where I work are reluctant to teach credit classes at 
business sites, there was some difference of opinion between 
respondents in these departments. 
STRONGLY AGREE 
AGREE % % 
(.3955) - 
BUSINESS 17.9 21.4 
A&S 2.4 17.1 
UNSURE DISAGREE STRONGLY 
% % DISAGREE % 
28.6 17.9 14.3 
34.1 34.1 12.2 
In response to Factor 4, faculty at this institution 
would be less reluctant to teach credit classes at business 
sites if there were more incentives to do so, a majority from 
both groups agreed. 
STRONGLY AGREE 
AGREE % % 
(.3634) 
BUSINESS 3.93 32.1 
A&S 38.5 38.5 
UNSURE DISAGREE STRONGLY 
% % DISAGREE % 
7.1 0 21.4 
15.4 2.6 5.1 
In respone to Factors 5, 6 and 7, there was little 
difference in opinion. 
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In response to Factor 8, the reasons why the "shadow 
institutions" evolved are clear, there was some slight 
discrepency in opinions. 
(.0854) 
BUSINESS 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
20.7 10.3 37.9 13.8 17.2 A&S 28.6 19.0 2 3.8 14.3 14.3 
In response to Factor 9, the quality of college and 
education has eroded in recent years, more 
respondents from business departments than those from Arts 
and Sciences agreed. 
STRONGLY AGREE UNSURE DISAGREE STRONGLY 
( . 1072 ) 
AGREE % % % % DISAGREE % 
34.5 34.5 10.3 13.8 6.9 BUSINESS 
A&S 18.2 25.0 9.1 20.5 27.3 
In response to Factor 10 , it is our responsibility as 
college educators to prepare students for employment, a 
majority of respondents from both departments agreed. 
STRONGLY AGREE UNSURE DISAGREE STRONGLY 
AGREE % % % % DISAGREE % 
(.4933) 
BUSINESS 44.8 31.0 17.2 3.4 3.4 
A&S 20.5 29.5 27.3 11.4 11.4 
In response to Factor 11, I feel comfortable giving 
college credit for on-the-job training, respondents from Arts 
and Sciences were more in favor than business department 
159 
respondents. The higher uncertainty left even more room for 
movement as well. 
STRONGLY AGREE 
AGREE % % 
(.5240) - 
BUSINESS 13.8 24.1 
A&S 29.5 18.2 
UNSURE 
% 
13.8 
20.5 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
31.0 17.2 
11.4 20.5 
In response to Factor 12, a healthy working relationship 
between my institution and the business community will help 
ensure the future survival of this institution, a majority 
agreed from both departments even though the respondents from 
Arts and Sciences showed more uncertainty. 
STRONGLY AGREE UNSURE DISAGREE STRONGLY 
(.5184) 
AGREE % % % % DISAGREE % 
50.0 32.1 14.3 3.6 0 BUSINESS 
A&S 34.1 25.0 31.8 0 9.1 
There was no substantial difference in the way 
respondents from each department answered Factor 13. Most 
agreed their institutions should provide credit classes at 
busines sites. 
Also, in response to Factor 14, teaching at business 
sites is demeaning, most disagreed. The only significant 
difference here was the number of unsure responses from each 
department. 
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STRONGLY AGREE 
AGREE % % 
(.0911) - 
BUSINESS 0 0 
MS 6.8 6.8 
UNSURE 
% 
24.1 
4.5 
DISAGREE STRONGLY 
% DISAGREE % 
13.8 62.1 
11*4 70.5 
There was no significant difference in answers to Factor 
16 either. Most disagreed that teaching at corporate sites 
was inhibiting to faculty. 
Also most agreed with Factor 17, that industries would 
be more generous donors to our educational institutions if 
on-site credit classes were made available to them. There 
was a high percentage of uncertainty on this issue, however. 
(.5175) 
BUSINESS 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
17.2 31.0 37.9 6.9 6.9 
A&S 16.3 48.8 25.6 4.7 4.7 
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Crosstabulation of Work Experience 
in Business with the 17 Factors 
There seemed to be little relationship with whether or 
not the respondents had work experience in business and how 
they responded to Factor 1, universities and colleges in 
general should provide credit classes at business sites. 
(.2887) 
YES 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
40.7 31.5 16.7 9.3 1.9 
NO 55.3 18.4 13.2 5.3 7.9 
As a matter of fact, a slightly higher percentage of 
those with no business experience strongly agreed. 
There was little significant difference in how the two 
groups responded to Factors 2-5. 
There was some significance, however, in response to 
Factor 6, business should have some influence over college 
credit program design, content, and method of delivery. 
Again, it was the group with no business background that 
agreed more strongly. 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
( .1996) 
YES 7.4 20.4 16.7 33.3 22.2 
NO 15.8 26.3 23.7 13.2 21.1 
Reactions to Factors 7 and 8 were not significantly 
different. 
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There was, however, a large difference of opinion to 
Factor 9, the quality of college and university education has 
eroded in recent years. 
STRONGLY AGREE UNSURE 
AGREE % % * 
(.0158) - - 
YES 24.1 38.9 9.3 
NO 12.8 15.4 15.4 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
13.0 . 14.8 
35.9 20.5 
An overwhelming majority of those with previous business 
experience agreed while a majority of those with no previous 
business experience disagreed. it is possible that those 
from the business community, as would concure with the review 
of literature, have little to protect and see the problem as 
end users. 
Although there was little overall difference in response 
to Factor 10, it is our responsiblity as college educators to 
prepare students for employment, a majority in both 
categories agreed. 
STRONGLY AGREE UNSURE DISAGREE STRONGLY 
AGREE % % % % DISAGREE % 
(.3213) 
YES 33.3 35.2 14.8 7.4 9.3 
NO 30.8 20.5 30.8 10.3 7.7 
There was a difference in that those with previous 
business experience were less unsure than those with no 
previous business experience. 
In response to Factor 11, I feel comfortable giving 
college credit for on-the-job experience, a higher percentage 
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of those with no business 
experience agreed as compared to 
those with previous business experience. 
(.0247) 
YES 
STRONGLY 
AGREE % 
AGREE 
% 
13.2 22.6 
NO 35.9 25.6 
UNSURE DISAGREE STRONGLY 
% % DISAGREE % 
18.9 26.4 18.9 
17.9 5.1 15.4 
There was little significant difference in response to 
Factors 12-17 
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Crosstabulation of Faculty Background 
Experience with the 17 Factors 
There was little significant difference in how the 
groups with and without faculty background experience 
answered Factors 1-4. 
However, in answering Factor 5, universities and 
colleges would not offer credit classes at business sites if 
these institutions did not need the money, a higher 
percentage of respondents without faculty backgrounds 
disagreed. 
STRONGLY AGREE UNSURE DISAGREE STRONGLY 
( .3885) 
AGREE % % % % DISAGREE % 
18.2 18.2 12.95 20.8 23.4 YES 
NO 7.7 15.4 15.4 46.2 15.4 
In response to Factor 6, business should have some 
influence over college credit program design, content and 
method of delivery, the most significant difference was in 
the unsure responses. 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
(.3097) 
YES 9.0 24.4 21.8 23.1 21.8 
NO 23.1 15.4 7.7 38.5 15.4 
In response to Factor 7, "shadow institutions" are a 
threat to traditional education, a majority of those with 
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faculty backgrounds agreed while those without faculty 
background s were evenly split on the issue. 
(.0518) 
YES 
NO 
STRONGLY 
agree % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
17.9 
7.7 
35.9 
38.5 
17.9 
7.7 
14.1 
46.2 
14.1 
0 
In response to Factor 8, the reasons why the "shadow 
institutions" evolved are clear, a higher percentage of 
respondents with faculty backgrounds agreed as compared to 
those without faculty backgrounds. A higher percentage of 
those with no faculty backgrounds were unsure. 
(.0931) 
YES 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
24.7 22.1 26.0 11.7 15.6 
NO 15.4 7.7 46.2 30.8 0 
The 46% unsure is the exact number that disagreed in 
Factor 7, so they don't see it as a threat but do not know 
why it is occuring. 
In response to Factor 9. the quality of college and 
university education has eroded in recent years, most of 
those with faculty backgrounds agreed while those without 
faculty backgrounds were evenly split. 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
(.4840) 
YES 19.0 31.6 10.1 24.1 15.2 
NO 23.1 15.4 23.1 15.4 23.1 
In response to Factor 10, it is our responsibility as 
college educators to prepare students tor employment, agai 
slightly higher percentage of respondents with faculty 
backgrounds agreed than those with no faculty backgrounds. 
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(.2405 ) 
YES 
NO 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
34.2 
23.1 
29.1 
30.8 
2 2.8 
15.4 
8.9 
7.7 
5.1 
23.1 
It is possible faculty feel committed to the survival 
their students more than non-faculty or they are trying to 
justify their role in a practical society. it would be 
interesting to compare this to a similar study in 1960 when 
education for its own sake was more prevalent attitude. 
Unfortunately, such a study does not exist to this writer's 
knowledge. 
There was little significant difference in the way the 
two groups responded to Factors 11-14. 
In response to Factor 15, there is more prestige in 
teaching on-campus than at a business site, there was a 
modest difference in opinion. 
(.3738) 
YES 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
9.0 20.5 23.1 16.7 30.8 
NO 0 38.5 7.7 23.1 30.8 
Again there was a slight difference in response to 
Factor 16, teaching in a corporate setting inhibits classroom 
freedom for faculty. However, a majority in both groups 
disagreed. 
STRONGLY AGREE 
AGREE % % 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
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(.3838) 
YES 
NO 8-9 12.7 26.6 15.4 30.8 15.4 
48.1 
38.5 
As might be expected, those with no teaching experience 
showed a high percentage of unsure responses. 
In response to Factor 17, industries would be more 
generous donors to our educational institutions if on-site 
classes were made available to them, slightly more 
respondents with faculty backgrounds agreed. 
(.4728) 
YES 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
17.9 39.7 30.8 5.1 6.4 
NO 7.7 38.5 38.5 15.4 0 
In both cases the majority either agreed or were 
uncertain. 
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Crosstabulation of 
University Administration 
those with and without 
Experience with the 17 Factors 
There was no significant difference between the two 
groups, those with experience as university administrators 
and those without, to Factors 1-7. 
A slight difference occured in response to Factor 8, the 
reasons why the "shadow institutions" evolved are clear. A 
higher percentage of those with administrative backgrounds 
agreed. 
STRONGLY AGREE UNSURE DISAGREE STRONGLY 
(.0350) 
AGREE % % % % DISAGREE % 
23.4 29.8 23.4 17.0 •6.4 YES NO 25.6 9.3 34.9 9.3 20.9 
There was no significant difference in response to 
Factors 9 and 10. 
In response to Factor 11, I feel comfortable giving 
college credit for on-the-job training, a slightly higher 
percentage of those with administrative experience agreed. 
STRONGLY AGREE UNSURE DISAGREE STRONGLY 
(.1451) 
AGREE % % % % DISAGREE % 
21.7 30.4 17.4 21.7 8.7 YES 
NO 26.7 15.6 20.0 13.3 24.4 
In response to Factor 12, a healthy working relationship 
between my institution and the business community will help 
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ensure the future survival of this institution, a large 
majority of both groups agreed. 
(.0566) 
YES 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
45.7 37.0 13.0 2.2 2 7 NO 42.2 17.8 33.3 0 6.7 
There was no significant difference in the response of 
the two groups to Factors 13 and 14. 
In response to Factor 15, there is more prestige in 
teaching on campus than at a businss site, there was a slight 
difference of opinion between the two groups. 
STRONGLY AGREE UNSURE DISAGREE STRONGLY 
(.0781) 
AGREE % % % % DISAGREE % 
2.2 28.3 17.4 23.9 28.3 YES 
NO 13.3 15.6 24.4 11.1 35.6 
In response to Factor 16, teaching in a corporate 
setting inhibits classroom freedom for faculty. a higher 
percentage of those with administrative experience disagreed. 
Those with no administrative experience showed a slightly 
higher percentage of uncertainty. 
STRONGLY AGREE UNSURE DISAGREE STRONGLY 
AGREE % % % % DISAGREE % 
(.3369) 
YES 2.1 8.5 8.5 31.9 48.9 
NO 4.4 11.1 20.0 17.8 46.7 
There was little significant difference in 
between the two 
response 
groups to Factor 17. 
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Crosstabulation of Age and the 17 Factors 
Initially there were 4 groups, 1=28-39, 2=38-39, 
2=40-49, 3=50-59 and 4=60 plus, but there were only 8 
respondents in group 4. So the last group will not be 
included in the general overall analysis. 
There was little significant difference in the way these 
groups answered Factor 1, universities and colleges in 
general should provide credit classes at business sites, 
except for a small difference between the older group 3 and 
the youngest group 1. 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
52.9 29.4 11.8 0 5.9 
45.9 29.7 10.8 5.4 8.1 
50.0 14.3 25.0 10.7 0 
There was a slight difference in how the three groups 
answered Factor 2, the quality of education is as important 
to business as it is to us in higher education, a majority of 
respondents agreed. 
STRONGLY AGREE UNSURE DISAGREE STRONGLY 
(.1485) 
AGREE % % % % DISAGREE % 
62.5 25.0 12.5 0 0 1 
2 75.7 21.6 0 0 2.7 
3 74.1 11.1 3.7 0 11.1 
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In response to Factor 3, faculty at the institution 
where I work are reluctant to teach credit classes at 
business sites, there was again some ( difference between 
groups 1 and 3 . 
(.2538) 
1 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
12.5 6.3 56.3 25.0 0 2 
3 
2.8 
7.4 
19.4 
29.6 
30.6 
22.2 
30.6 
22.2 
16.7 
18.5 
In response to Factor 4, faculty at this institution 
would be less reluctant to teach credit classes at business 
sites if there were more incentives to do so, there was again 
some difference between group 3 and the rest. 
STRONGLY AGREE UNSURE DISAGREE STRONGLY 
(.5884) 
AGREE % % % % DISAGREE % 
31.3 43.8 12.5 0 12.5 1 
2 42.9 40.0 11.4 0 5.7 
3 34.6 23.1 23.1 7.7 11.5 
In response to Factor 5, universities and colleges would 
not offer credit classes at business sites if these 
institutions did not need the money, group 3 again showed a 
slight difference of opinion by agreeing less and being more 
uncertain. 
STRONGLY AGREE UNSURE DISAGREE STRONGLY 
AGREE % % % % DISAGREE % 
(.5765) 
1 11.8 23.5 23.5 29.4 11.8 
2 21.6 18.9 8.1 27.0 24.3 
3 14.3 14.3 28.6 17.9 25.0 
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There was little significant difference 
groups to Factor 6. 
and 3 agreed. 
(.4756) 
1 
2 
3 
among the three 
Group 1 disagreed as heavily as groups 2 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
17.6 17.6 11.8 35.3 
11.1 41.7 22.2 16.7 
25.0 32.1 10.7 14.3 
STRONGLY 
DISAGREE % 
17.6 
8.3 
17.9 
There was no significant difference in response to 
Factor 8, the reasons why "shadow institutions" evolved are 
clear, except that group 2 showed a fairly high percentage of 
uncertainty followed by group 3. 
STRONGLY AGREE UNSURE DISAGREE STRONGLY 
(.2461) 
AGREE % % % % DISAGREE % 
37.5 18.8 18.8 18.8 6.3 1 2 22.2 8.3 33.3 22.2 13.9 3 17.9 35.7 21.4 7.1 17.9 
In response to Factor 9 , the quality of college and 
university education has eroded in recent years , group 1 
again differed from the others and showed the most optimism 
STRONGLY AGREE UNSURE DISAGREE STRONGLY 
(.2097) 
AGREE % % % % DISAGREE % 
23.5 5.9 17.6 35.3 17.6 1 
2 16.2 40.5 10.8 21.6 10.8 
3 21.4 28.6 10.7 10.7 28.6 
In response to Factor 10,.it is our responsibility as 
college educators to prepare students for employment, there 
was no large significant difference. However, some 
interesting contrasts arose again between 
1 and the oldest group 3. 
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the youngest group 
(.4030) 
1 
STRONGLY 
AGREE % 
AGREE 
% 
23.5 29.4 
2 32.4 32.4 
3 , 35.7 25.0 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
11.8 23.5 11.8 
16.2 8.1 10.8 
32.1 0 7.1 
There was no significant difference in response to 
Factors 11 and 12. 
In response to Factor 13, the institution where I work 
should provide credit classes at business sites, there was 
some difference in response where group 1 showed the highest 
percentage of uncertainty and group 2 agreed the most. 
STRONGLY AGREE UNSURE DISAGREE STRONGLY 
(.0832) 
AGREE % % % % DISAGREE % 
52.9 17.6 29.4 0 0 1 
2 52.8 30.6 2.8 11.1 2.8 
3 35.7 39.3 17.9 7.1 0 
There was some difference in opinion to Factor 14, 
teaching or providing credit classes at a business site is 
demeaning to the college educators. 
STRONGLY AGREE UNSURE DISAGREE STRONGLY 
AGREE % % % % DISAGREE % 
(.5037) 
1 5.9 11.8 11.8 17.6 52.9 
2 5.4 0 8.1 5.4 81.1 
3 0 3.6 10.7 17.9 67.9 
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In response to Factor 15, there is more prestige 
teaching on campus than at a business site, another 
interesting contrast occured between the youngest and 
groups. 
in 
oldest 
(.2744) 
1 
2 
3 
STRONGLY AGREE 
AGREE % % 
UNSURE 
% 
DISAGREE STRONGLY 
* DISAGREE % 
17.6 
10.8 
0 
29.4 
21.6 
21.4 
17.6 
18.9 
17.9 
11.8 
8.1 
28.6 
23.5 
40.5 
32.1 
In response to Factor 16, teaching in a corporate 
setting inhibits classroom freedom for faculty, group 1 again 
answered differently from the other two groups. 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
11.8 11.8 29.4 11.8 35.3 
0 10.8 10.8 21.6 56.8 
3.6 7.1 10.7 32.1 46.4 
In response to Factor 17, industries would be more 
generous donors to our educational institutions if on-site 
credit classes were made available to them, -again there was 
little significant difference in how the three groups 
responded except group 2 showed a high uncertainty level. 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
( . 1444) 
1 5.9 58.8 17.6 5.9 11.6 
2 22.2 36.1 38.9 2.8 0 
3 17.9 35.7 25.0 14.3 7.1 
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Crosstabulation of Type of i 
with the 17 Factors restitution 
There was some different i-u 
. . . 0 ln how P',bu= and independent 
institutions responded to Factor l 
t0r 11 universities and coll 
in general should provide credit classes at h ■ 
Classes at business sites 
A majority from both types of institutions agreed. 
(.0739) 
PUBLIC 
INDEP. 
AGREE %Y AG^EE UNSURE DISAGREE STRONGLYq 
* S DISAGREE % 
39.2 
56.1 
25.5 
26.8 
21.6 
7.3 
11.8 
2.4 
2.0 
7.3 
There was little significant difference between the two 
groups in response to Factor 2. 
A slight difference occured 
faculty at the institution where 
teach credit classes at a busines 
in response to Factor 3, 
I work are reluctant to 
s site. 
(.2160) 
PUBLIC 
INDEP. 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
12.5 
2.5 
16.7 
20.0 
39.6 
27.5 
20.8 
35.0 
10.4 
15.0 
In response to Factor 4, faculty at this institution 
would be less reluctant to teach credit classes at business 
sites, if there were more incentives to do so, a majority of 
respondents from both groups agreed. 
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(.1025) 
PUBLIC 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
14.9 
2.5 
38.3 27.7 14.9 4 3 
INDEP. 37.5 47.5 12.5 0 
In response to Factor 5, universities and colleges would 
not offer credit classes at business sites if these 
institutions did not need the money, more respondents from 
independent institutions agreed. However, more uncertainty 
appeared in the repsonses of public institutions. 
(.0109) 
STRONGLY 
. AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
13.7 
19.5 
11.8 
24.4 
25.5 
9.8 
15.7 
34.1 
33.3 
12.2 
PUBLIC 
INDEP. 
There was little significant difference in how both 
groups answered Factor 6, business should have some influence 
over college credit program design, content, and method of 
delivery, except for the unsure responses. 
STRONGLY 
AGREE % 
AGREE . 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
(.6138) 
PUBLIC 11.5 19.2 25.0 23.1 21.2 
INDEP. 12.2 26.8 12.2 26.8 22.0 
In response to Factor 7, "shadow institutions" are a 
threat to traditional education, there were some interesting 
differences of opinion. A high majority of respondents from 
independent institutions agreed while the respondents from 
public institutions were evenly split on the issue. 
STRONGLY AGREE 
AGREE % % 
(.1726) ~ - 
PUBLIC 13.2 28.3 
INDEP. 22.5 45.0 
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UNSURE DISAGREE STRONGLY 
% % DISAGREE % 
18.9 22.6 17.0 
12.5 12.5 7.5 
There was no significant difference between the two 
groups in response to Factors 8-11. However, in every case 
but one, the public institution respondents always had a 
lower percentage than the respondents from independent 
institutions in agreeing and always showed a higher 
percentage of uncertainty. 
In response to Factor 12, a healthy working relationship 
between my institution and the business community will help 
ensure the future survival of this institution, a majority 
from both institutions agreed, but the public institutions 
showed a great deal more uncertainty. 
STRONGLY AGREE UNSURE DISAGREE STRONGLY 
AGREE % % % % DISAGREE % 
(.1776) - - - 
PUBLIC 34.6 26.9 30.8 1.9 5.8 
INDEP. 53.7 29.3 12.2 0 4.9 
The fact that the respondents from the public 
institutions showed a higher percentage of uncertainty is 
probably due to their tax supported status and less 
experience dealing directly with the business community. 
In response to Factor 13, the institution where I work 
should provide credit classes at business sites, a majority 
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of respondents from public 
majority from independent 
STRONGLY AGREE 
AGREE % % 
(.1147) " - 
PUBLIC 46.2 21.2 
INDEP. 48.8 39.0 
institutions and an overwhelming 
institutions agreed. 
UNSURE 
% 
19.2 
7.3 
DISAGREE 
% 
11. 5 
2.4 
STRONGLY 
DISAGREE % 
1.9 
2.4 
In response to Factors 14-17, there was little 
significant difference in the way these two groups responded. 
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Crosstabulation of First 
with the 17 
Undergraduate 
Factors 
Degree 
In response to Factors 1-4, there was little 
difference in the way those with first degrees in 
arts and sciences and education responded. 
significant 
business, 
Some slight difference showed up in response to Factor 
5, universities and colleges would not offer credit classes 
at business sites if these institutions did not need the 
money. 
STRONGLY AGREE 
AGREE % % 
(.4133) - 
BUSINESS 20.0 6.7 
A&S 16.4 21.8 
EDUCATION 12.5 18.8 
In response to Factor 6, business should have some 
influence over college credit program design, content, and 
method of delivery, there were some interesting results. 
Those with first degrees in business disagreed the most. 
STRONGLY AGREE UNSURE DISAGREE STRONGLY 
(.3194) 
AGREE % % % % DISAGREE % 
14.3 7.1 7.1 50.0 21.4 BUSINESS 
A&S 8.9 25.0 17.9 25.0 23.2 
EDUCATION 17.6 17.6 29.4 11.8 23.5 
There was little significant difference in response 
UNSURE DISAGREE STRONGLY 
% % DISAGREE % 
6.7 33.3 33.3 
21.8 23.6 16.4 
6.3 25.0 37.5 
among these three groups to Factors 7-11. 
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In reponse to Factor 12, a healthy working relationship 
between my institution and the business community will help 
ensure the future survival of this institution, those with 
their first undergraduate degree in business responded 
slightly differently from the other two groups. 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
( .1770) 
BUSINESS 40.0 6.7 33.3 , 6.7 13.3 
A&S 42.9 32.1 21.4 0 3.6 
EDUCATION 52.9 17.6 23.5 0 5.9 
In response to Factor 13, the institution where I work 
should provide credit classes at business sites, those with 
first degrees in education reacted slightly differently than 
the rest. 
STRONGLY AGREE 
AGREE % % 
(.3691) 
BUSINESS 53.3 20.0 
A&S 48.2 '30.4 
EDUCATION 41.2 29.4 
UNSURE DISAGREE STRONGLY 
% % DISAGREE 
20.0 0 6.7 
14.3 7.1 0 
5.9 17.6 5.9 
In response to Factor 14, teaching or providing credit 
classes at a business site is demeaning to the college 
educator, those with business degrees were slightly more 
unsure than the rest of the groups. 
STRONGLY AGREE 
AGREE % % 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
( .1711) 
BUSINESS 
A&S 
EDUCATION 
0 6.7 
3.6 3.6 
5.9 0 
26.7 
7.1 
0 
0 
17.9 
17.6 
66.7 
67.9 
76.5 
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There was also a slight difference in response to Factor 
15, there is more prestige in teaching on campus than at a 
business site. 
STRONGLY 
> 
AGREE UNSURE DISAGREE STRONGLY 
( . 3687 ) 
AGREE % % % % DISAGREE % 
6.7 40.0 0 20.0 33.3 BUSINESS A&S 8.9 21.4 23.2 17.9 28.6 
EDUCATION 6.3 6.3 25.0 18.8 43.8 
Again a slight difference of opinion occurred in 
response to Factor 16, teaching in a corporate setting 
inhibits classroom freedom for faculty. A majority in all 
degree categories disagreed although there was more 
uncertainty among those with degrees in arts and sciences. 
STRONGLY AGREE UNSURE DISAGREE STRONGLY 
(.5214) 
AGREE % % % % DISAGREE % 
0 13.3 6.7 26.7 53.3 BUSINESS 
A&S 5.4 8.9 19.6 17.9 48.2 
EDUCATION 0 11.8 11.8 41.2 35.3 
In respone to Factor 17, industries would be more 
generous donors to our educational institutions if on-site 
credit classes were made available to them, the only majority 
agreeing came from respondents with degrees in arts and 
sciences. Those with business degrees were very unsure and 
those with education degrees were evenly split. 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
(.0040) 
BUSINESS 6.7 26.7 53.3 0 13.3 
A&S 20.0 50.9 21.8 1.8 5.5 
EDUCATION 17.6 17.6 35.3 23 . 5 5.9 
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Crosstabulation of First Graduate Deqrees 
with the 17 Factors 
There was no significant difference between the three 
groups, those with their first graduate degrees in business, 
those with arts and sciences degrees and those with education 
degrees, in how they responded to Factors 1 and 2. 
In response to Factor 3, faculty at the institution 
where I work are reluctant to teach in credit clases at 
busines sites, there was a slight difference in opinion 
between the group with arts and sciences degrees and the 
other two groups. 
( . 3037) 
BUSINESS 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
20.0 15.0 30.0 20.0 15.0 
A&S 2.1 17.0 34.0 34.0 12.8 
EDUCATION 5.9 29.4 35.3 17.6 11.8 
In response to Factor 4, faculty at this institution 
would be less reluctant to teach credit classes at business 
sites, if there were more incentives to do so, there was a 
slight difference in response. 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
(.3181) 
BUSINESS 35.0 25.0 20.0 0 20.0 
A&S 37.8 44.4 8.9 4.4 4.4 
EDUCATION 38.9 27.8 22.2 0 11.1 
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not 
In response to Factor 5, universities 
offer credit classes at business sites 
and colleges would 
if those 
institutions did not need the money, 
difference in opinion. 
(.2121) 
BUSINESS 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
23.8 4.8 14.3 
A&S 16.3 26.5 18.4 
EDUCATION 5.6 11.1 22.2 
there was again some 
DISAGREE 
% 
38.1 
16.3 
27.8 
STRONGLY 
DISAGREE % 
19.0 
22.4 
33.3 
There was little significant difference in how the three 
groups responded to Factors 6 and 7. 
In response to Factor 8, the reasons why the "shadow 
institutions" evolved are clear, there was a slight 
difference in response between the three groups with a 
majority of those with education degrees agreeing closely 
followed by those with degrees in arts and sciences and the 
highest uncertainty registered by those with degrees in 
business. 
STRONGLY AGREE UNSURE DISAGREE STRONGLY 
(.3882) 
AGREE % % % % DISAGREE % 
19.0 9.5 38.1 14.3 19.0 BUSINESS 
A&S 27.1 20.8 20.8 16.7 14.6 
EDUCATION 21.1 36.8 31.6 5.3 5.3 
There was little difference in how the three groups 
responded to Factors 9-14. 
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In response to Factor 15, there is more prestige in 
teaching on campus than at a business site, there was an 
interesting pattern of responses between the three groups. 
Although a high percentage in all groups disagreed, those 
with business degrees were fairly evenly split on the issue 
while the arts 6, sciences and education groups showed high 
uncertainty. 
t r\~> r\r\ \ 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREe % v •UJUU j 
BUSINESS 0 42.9 4.8 14.3 38.1 A&S 12.0 20.0 22.0 20.0 26 0 
EDUCATION 0 5.6 33.3 16.7 44.4 
In response to Factor 16, teaching in a corporate 
setting inhibits classroom freedom for faculty, there was a 
slight difference in how the three groups responded. A 
majority in each group disagreed. 
STRONGLY AGREE UNSURE DISAGREE STRONGLY 
( .2303) 
AGREE % % % % DISAGREE % 
0 4.8 9.5 23.8 61.9 BUSINESS 
A&S 6.0 10.0 18.0 18.0 48.0 
EDUCATION 0 10.5 10.5 47.4 31.6 
There was also a slight difference in how the three 
groups responded to Factor 17, industries would be more 
generous donors to our educational institutions if on-site 
credit classes were made available to them. 
(.0844) 
BUSINESS 
A&S 
EDUCATION 
STRONGLY 
AGREE % 
19.0 
16.3 
15.8 
AGREE 
% 
28.6 
53.1 
15.8 
UNSURE 
%  
33.3 
22.4 
47.4 
DISAGREE 
% 
4.8 
4.1 
15.8 
STRONGLY 
DISAGREE % 
14.3 
4.1 
5.3 
Although there was high uncertainty in all groups 
especially education, a relatively small percentage 
disagreed. 
Crosstabulation of Age of Departments 
with the 17 Factors 
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(Group 1=10 years, 2=11-20 years, 
years.) 
3-21-35 years and 4=40 + 
In response to Factor 1 
general should provide credi 
there was little significant 
by the four age categories. 
interesting pattern in relat 
department and the rest. 
STRONGLY AGREE 
(.6605) 
AGREE % % 
33.3 25.0 1-10 YRS. 
11-20 YRS. 59.1 22.7 
21-35 YRS. 50.0 27.8 
40+ YRS. 56.3 18.8 
universities and colleges in 
classes at business sites, 
difference in overall responses 
There was, however, an 
onship between the youngest 
UNSURE DISAGREE STRONGLY 
% % DISAGREE % 
29.2 4.2 8.3 
9.1 9.1 0 
5.6 11.1 5.6 
12.5 6.3 6.3 
There was little significant difference in response to 
Factor 2. 
In response to Factor 3, faculty at the institution 
where I work are reluctant to teach credit classes at 
business sites, as in Factor 1, there was again little 
significant difference in responses yet there was an 
interesting pattern of responses between group 1 and the 
rest, showing the highest percentage of uncertainty among the 
four groups. 
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(.5040) 
1-10 YRS. 
STRONGLY 
AGREE % 
AGREE 
% 
0 18.2 
11-20 YRS 13.6 13.6 
21-35 YRS 0 25.0 
40+ YRS. 18.8 18.8 
UNSURE DISAGREE 
% % 
STRONGLY 
DISAGREE % 
50.0 
22.7 
37.5 
25.0 
18.2 
36.4 
25.0 
25.0 
13.6 
13.6 
12.5 
12.5 
In response to Factor 4, faculty at this institution 
would be less reluctant to teach credit classes at business 
sites if there were more incentives to do so, there was 
little significant difference between the four groups, but 
again there were interesting patterns of response. However, 
a majority agreed in all groups. 
STRONGLY AGREE 
(.2987) 
AGREE % % 
31.8 40.9 1-10 YRS. 
11-20 YRS . 31.8 22.7 
21-35 YRS . 18.8 62.5 
40+ YRS. 53.3 26.7 
UNSURE DISAGREE STRONGLY 
% % DISAGREE 
13.6 4.5 9.1 
18.2 4.5 22.7 
18.8 0 0 
13.3 0 6.7 
There was little significant difference in response to 
Factor 5. 
In response to Factor 6, business should have some 
influence over college credit program design, content and 
method of delivery, there was some significant difference in 
patterns of response, especially as they pertain to 
uncertainty. 
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(.0478) 
STRONGLY 
AGREE % 
AGREE 
% 
1-10 YRS. 12.5 16.7 
11-20 YRS 4.3 34.8 
21-35 YRS 
. 11.1 22.2 
40+ YRS. 0 26.7 
UNSURE DISAGREE STRONGLY 
- - % DISAGREE % 
20.8 
8.7 
5.6 
33.3 
45.8 
13.0 
27.8 
20.0 
4.2 
39.1 
33.3 
20.0 
There was some significance in the difference of 
response to Factor 7, "shadow instituions" are a threat to 
traditional education . • 
(.1650) ’ 
1-10 YRS. 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
- % 
STRONGLY 
DISAGREE 
16.7 25.0 29.2 25.0 
26.1 
0 
20.0 
A O 
11-20 YRS • 13.0 34.8 4.3 
4.2. 
21.7 
11.1 
20.0 
21-35 YRS • 22.2 55.6 11.1 
40+ YRS. 20.0 26.7 13.3 
There was no significnat difference in response to 
Factors 8-11. 
There was also little significance in response to Factor 
12, a healthy working relationship between my institution and 
the business community will help ensure the future survival 
of this institution. 
STRONGLY AGREE UNSURE DISAGREE STRONGLY 
(.2004) 
AGREE % % % % DISAGREE ' 
30.4 47.8 21.7 0 0 1-10 YRS. 
11-20 YRS . 39.1 17.4 26.1 4.3 13.0 
21-35 YRS . 55.6 27.8 16.7 0 0 
40+ YRS. 43.8 12.5 31.3 0 12.5 
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In response to Factor 13, the institution where I work 
should provide credit classes at business sites, there was no 
significant difference in the way the groups responded, yet 
there were a few interesting patterns to consider. The 
youngest group, group 1, was the most uncertain and in all 
cases; more responded strongly agree than any other category. 
STRONGLY AGREE 
AGREE % % 
( . 3696) 
1-10 YRS. 39.1 30.4 
11-20 YRS. 56.5 21.7 
21-35 YRS. 50.0 33.3 
40+ YRS. 50.0 31.3 
UNSURE 
% 
DISAGREE 
% 
STRONGLY . 
DISAGREE % 
26.1 4.3 0 
13.0 4.3 4.3 
0 16.7 0 
12.5 0 6.3 
In response to Factor 14, teaching or providing credit 
classes at a business site is demeaning to the college 
educator, the majority strongly disagreed yet group 1 again 
responded slightly differently from the rest. 
STRONGLY AGREE UNSURE DISAGREE STRONGLY 
( . 2022 ) 
AGREE % % % % DISAGREE % 
0 0 20.8 29.2 50.0 1-10 YRS. 
11-20 YRS 8.7 8.7 4.3 8.7 69.6 
21-35 YRS 0 5.6 11.1 16.7 66.7 
40+ YRS. 6.3 0 6.3 6.3 81.3 
In response to Factor 15, there is more prestige in 
teaching on campus than at a business site, there were some 
interesting patterns of opinion. 
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(.1442) 
1-10 YRS. 
STRONGLY 
AGREE % 
AGREE 
% 
8.3 25.0 
11-20 YRS 8.7 26.1 
21-35 YRS 11.8 17.6 
40+ YRS. 6.3 18.8 
There was little signi 
Factor 16. 
UNSURE 
% 
disagree 
% 
STRONGLY 
DISAGREE 
20.8 20.8 25.0 
4.3 8.7 52.2 
23.5 35.3 11.8 
37.5 6.3 31.3 
difference in response to 
In response to Factor 17, industries would be more 
generous donors to our educational instituions if on-site 
credit classes were made available to them, group 2 agreed 
the most, while group 3 showed the highest uncertainty. 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % ( • 210 3 ) 
1-10 YRS- 20.8 37.5 25.0 12.5 4.2 
11-20 YRS. 26.1 43.5 17.4 0 13.0 
21-35 YRS. 0 44.4 50.0 0 5.6 
40+ YRS. 13.3 33.3 33.3 13.3 6.7 
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Tnc:-M<-C^SStabulation of Respondents Workina in 
Business with the 17 Factors 9 to 
In response to Factor 1, universities and colleges in 
general should provide credit classes at business sites, as 
would be expected a majority of those with outreach programs 
agreed. However, a significant percentage of those with no 
outreach programs agreed or at least were uncertain. 
(.0028) 
YES 
NO 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
49.3 
38.1 
32.4 
4.8 
11.3 
28.6 
5.6 
14.3 
1.4 
14.3 
In response to Factor 2, the quality of education is as 
important to business as it is to us in higher education, a 
significant number more from institutions providing outreach 
programs strongly agreed. However, a majority of respondents 
from non-outreach institutions strongly agreed as well. 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
(.0225) 
YES 80.3 15.5 2.8 0 1.4 
NO 52.4 28.6 4.8 0 14.3 
In response to Factor 3, faculty at the institution 
where I work are reluctant to teach credit classes at 
business sites, there was a slight difference in response 
between the two groups. Interestingly, a slightly higher 
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percentage from institutions with outreach programs 
and both groups showed high uncertainty. 
disagreed 
(.0180) 
YES 
NO 
STRONGLY AGREE UNSURE DISAGREE 
AGREE % % % £ STRONGLY 
DISAGREE % 
4.3 
21.1 
23.2 
0 
30.4 
47.4 
27.5 
26.3 
14.5 
5.3 
In response to Factor 4, faculty at this institution 
would be less reluctant to teach credit classes at business 
sites if there were more incentives to do so, a majority in 
both groups agreed and strongly agreed. 
(.5409) 
YES 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
36.8 36.8 16.2 2.9 7.4 NO 42.1 36.8 5.3 0 15.8 
In response to Factor 5, universities and colleges wou 
not offer credit classes at business sites if these 
institutions did not need the money, a majority from 
institutions with outreach programs disagreed and a high 
percentage of those from non-outreach institutions were 
unsure. 
STRONGLY AGREE UNSURE DISAGREE STRONGLY 
AGREE % % % % DISAGREE % 
(.1776) 
YES 12.7 19.7 15.5 26.8 25.4 
NO 28.6 9.5 28.6 14.3 19.0 
In response to Factor 6, there was little significant 
difference between the responses of the two groups. They 
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were almost evenly divided between agreeing and disagreeing, 
In response to Factor 7, "shadow institutions" are a 
threat to traditional education, a majority of those from 
institutions with outreach programs agreed while those from 
institutions with no outreach programs were evenly split on 
the issue. 
STRONGLY AGREE UNSURE DISAGREE STRONGLY 
(.0715) 
AGREE % % % % DISAGREE % 
16.9 42.3 11.3 16.9 12.7 YES 
NO 18.2 13.6 31.8 22.7. 13.6 
In response to Factor 8, the reasons why the "shadow 
institutions" evolved are clear, a slightly higher percentage 
of those from institutions that provide outreach programs 
agreed. 
STRONGLY AGREE UNSURE DISAGREE STRONGLY 
AGREE % % % % DISAGREE % 
( .8656) 
YES ' 25.4 21.1 26.8 12.7 14.1 
NO 19.0 19.0 33.3 19.0 9.5 
In response to Factor 9, the quality of college and 
university education has eroded in recent years, there was 
mostly consensus with a slightly higher percentage from 
institutions offering outreach programs agreeing and unsure. 
STRONGLY AGREE UNSURE DISAGREE STRONGLY 
AGREE % % % % DISAGREE % 
(.5393) 
YES 20.8 29.2 13.9 22.2 13.9 
NO 18.2 27.3 4.5 22.7 27.3 
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There was little significant difference in how each 
group responded to Factor 10. A majority in each group 
agreed. 
In response to Factor 11, I feel comfortable giving 
college credit for on-the-job training, a majority of those 
from institutions offering outreach programs agreed while 
those from institutions with no outreach programs were almost 
perfectly spread across the scale. 
(.6547 ) 
YES 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
25.4 25.4 18.3 14.1 16.9 
NO 18.2 
t 
18.2 18.2 27.3 18.2 
In response to Factor 12, a healthy working relationship 
between my institution and the business community will help 
ensure the future survival of this institution, an 
overwhelming majority of those from institutions with 
outreach programs and a majority of those from institutions 
with no outreach programs agreed. However, the latter group 
showed a great deal of uncertainty. 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
(.1580) 
YES 45.8 30.6 16.7 1.4 5.6 
NO 33.3 19.0 42.9 0 4.8 
In response to Factor ' 13, the institution where I work 
should provide credit classes at business sites, again as 
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would be expected an overwhelming majority of respondents 
from institutions which provide outreach programs agreed. 
Yet a strong percentage of those from non-outreach 
institutions agreed as well. 
(.0079) 
YES 
NO 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
50.0 
38.1 
34.7 
9.5 
9.7 
28.6 
4.2 
19.0 
1.4 
4.8 
In response to Factor 14, teaching or providing credit 
classes at a busines s site is demeaning to the college 
educator , again as would be expected there was some 
uncertainty among those from institutions with no outreach 
programs . However, a majority from each group disagreed. 
(.0004) 
YES 
NO 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
0 
13.6 
4.2 
0 
5.6 
22.7 
12.5 
22.7 
77.8 
40.9 
There was little significant difference in response to 
Factor 15, there is more prestige in teaching on campus tha: 
at a business site. 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY . 
DISAGREE % 
(.3289) 
YES 
NO 
5.6 
13.6 
23.9 
18.2 
18.3 
27.3 
15.5 
22.7 
36.6 
18.2 
In response to Factor 16, teaching in a corporate 
setting inhibits classroom freedom for faculty, a majority in 
both groups disagreed. 
(.0175) 
YES 
NO 
STRONGLY AGREE 
AGREE % % UNSURE DISAGREE STRONGLY 
--- % DISAGREE % 
8‘3 15.3 23.6 
13-6 13.6 27.3 
52.8 
31.8 
In response to.Factor 17, industries would be more 
generous donors to our educational institutions if on-site 
credit classes were made available to them, a majority 
working in institutions which provide outreach programs 
agreed. Those from institutions with no outreach programs 
were evenly split between agreeing and uncertain, with few 
disagreeing. 
(.6121) 
YES 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
18.3 42.3 28.2 5.6 5.6 
NO 13.6 27.3 40.9 9.1 9.1 
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C rosstabulation of Respondents with and 
Outreach Training and Program Experi 
with the 17 Factors 
without 
ence 
In response to Factor 1, universities and colleges in 
general should provide credit classes at business sites, a 
majority of both groups agreed. However, a large percentage 
of those with no outreach experience showed uncertainty. 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % (.0180) 
YES 68.8 21.9 6.3 0 3.1 
NO 35.0 28.3 20.0 11.7 5.0 
There was little significant difference in response to 
Factor 2 
.• A high majority from both groups agreed. 
In response to Factor 3, faculty at the institution 
where I work are reluctant to teach credit classes at 
business sites, there was little significant difference of 
opinion, except slightly more with no outreach experience 
disagreed. 
STRONGLY AGREE UNSURE DISAGREE STRONGLY 
AGREE % % % % DISAGREE % 
(.6654) 
YES 6.5 25.8 35.5 22.6 9.7 
NO 8.8 14.0 33.3 29.8 14.0 
In response to Factor 4, faculty at this institution 
would be less reluctant to teach credit classes at business 
sites if there were more incentives to do 
both groups agreed. 
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so» a majority of 
(.4907) 
YES 
NO 
STRONGLY 
agree % 
AGREE 
% 
UNSURE 
% 
disagree 
% STRONGLY disagree % 
3.2 
12.5 
41.9 
35.7 
38.7 
35.7 
16.1 
12.5 
0 
3.6 
In response to Factor 5, universities and 
not offer credit classes at business sites if 
institutions did not need the money, there was 
difference in response. 
colleges would 
these 
again a slight 
( .2353) 
YES 
NO 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
25.0 
11.7 
12.5 
20.0 
12.5 
21.7 
31.3 
20.0 
18.8 
26.7 
In response to Factor 6, business should have some 
influence over college credit program design, content, and 
method of delivery, a majority of these with no outreach 
experience ! agreed. Those with outreach experi ence were 
almost evenly split on this issue. 
(.2399) 
YES 
NO 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
15.6 
9.8 
21.9 
23.0 
28.1 
14.8 
12.5 
31.1 
21.9 
21.3 
In response to Factor 7, "shadow institutions" are a 
threat to traditional education, there was little significant 
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difference of opinion between 
agreeing in both groups. 
the two groups with a majority 
(.9881) 
YES 
NO 
STRONGLY AGREE 
AGREE % a 
18.8 37.5 
16*4 34.4 
UNSURE 
% 
15.6 
16.4 
DISAGREE STRONGLY 
-1 disagree % 
15.6 
19.7 
12.5 
13.1 
^^ response to pf-oy* q .-i 
/ the reasons why the "shadow 
institutions" evolved are clear * r, 
' tear, a higher percentage of those 
with no outreach experience agreed. 
( .4240) 
YES 
NO 
STRONGLY AGREE UNSURE 
AGREE % % o DISAGREE STRONGLY 
% disagree % 
28.1 
21.7 
9.4 
26.7 
31.3 
26.7 
15.6 
13.3 
15.6 
11.7 
In response to Factor 9, the quality of college and 
university education has eroded in recent years, again a 
higher percentage of those with no outreach experience 
agreed. 
(.0546) 
YES 
NO 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
28.1 
16.1 
18.8 
33.9 
18.8 
8.1 
28.1 
19.4 
6.3 
22.6 
In response to Factor 10, it is our responsibility as 
college educators to prepare students for employment, a 
majority of both groups agreed. 
STRONGLY AGREE 
AGREE % % 
(.5146) 
YES 37.5 34.4 
M2 30.6 25.0 
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UNSURE DISAGREE STRONGLY 
% % DISAGREE % 
15.6 9.4 3. 1 
24.2 8. 1 11.3 
There was some difference in how these two groups 
responded to Factor 11, I feel comfortable giving college 
credit for on-the-job training. Those with no outreach 
experience disagreed by a considerable margin. 
(.5824) 
YES 
NO 
STRONGLY AGREE UNSURE DISAGREE STRONGLY 
AGREE % % % % DISAGREE % 
31.3 21.9 21.9 12.5 12.5 
19.7 24.6 16.4 19.7 19.7 
In response to Factor 12, there was little significant 
difference in how the two groups responded. A majority from 
both groups agreed. 
In response to Factor 13, the institution where I work 
should provide credit classes at business sites, an 
overwhelming majority of those with outreach experience and a 
majority of those with no outreach experience agreed. 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
(.0143) 
YES 67.7 29.0 3.2 0 0 
NO 37.1 29.0 19.4 11.3 3.2 
In response to Factor 14, teaching or providing credit 
classes at business sites is demeaning to the college 
educator, there was little 
between these two groups. 
strongly disagreed. 
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significant difference of opinion 
A higher percentage in both groups 
(.4030) 
YES 
STRONGLY 
AGREE % 
AGREE 
% 
3.1 3.1 
NO 3.2 3.2 
UNSURE DISAGREE 
% % 
STRONGLY ' 
DISAGREE % 
6.3 6.3 
11.3 19.4 
81.3 
62.9 
In response to Factor 15, there is more prestige in 
teaching on campus than at a business site, there was little 
significant difference of opinion between these two groups 
again. However, a slightly higher percentage of these with 
outreach experience agreed while a higher percentage with no 
outreach experience disagreed or where uncertain. 
(.3701) 
YES 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
STRONGLY 
DISAGREE % 
12.5 25.0 12.5 012.5 37.5 
NO 4.9 21.3 24.6 19.7 29.5 
In response to Factor 16, teaching in a corporate 
setting inhibits classroom freedom for faculty, the majority 
of both groups disagreed. 
STRONGLY AGREE UNSURE DISAGREE STRONGLY 
(.7472) 
AGREE % % % % DISAGREE % 
3.1 6.3 15.6 18.8 56.3 YES 
NO 3.2 11.3 14.5 27.4 43.5 
In response to Factor 17, industries would be more 
generous donors to our educational institutions if on-site 
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classes were made available to them, again there 
significant difference of opinion between these 
A majority in both groups agreed. 
( . 1242) 
YES 
NO 
STRONGLY 
AGREE % 
AGREE 
% 
UNSURE 
% 
DISAGREE 
% 
12.5 
19.7 
53.1 
31.1 
31.3 
31.1 
0 
9.8 
was little 
two groups. 
STRONGLY 
DISAGREE % 
3.1 
8.2 
In overall reaction to the experience of providing 
outreach programs to businesses, with a few rare exceptions 
all those who had worked in outreach found it to be a 
positive experience. 
Results of the Analysis of the Data 
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Even though 66 of the 93 valid cases indicated that 
their universities conducted outreach programs, only 26 
percent of the respondents ever experienced teaching classes 
at a business site. The reaction of this 26 percent to the 
experience was 1.9 (on a Likert scale of high 1-5 low) 
indicating they had found the experience very agreeable. As 
well, there was little disagreement overall to the concept of 
universities and colleges conducting outreach classes at 
business sites. 66 percent of the administrators, 66 percent 
tbs chairpersons and 84 percent of the faculty either 
agreed or strongly agreed to this concept. 
As well, there were a majority of administrators (66%), 
chairpersons (66%), and faculty (84%) in favor of the idea 
that colleges and universities should be involved with 
outreach. Of these there was very little significant 
difference in the way tenured and non-tenured voted. 
However, those from business departments (39%) were clearly 
more in favor than those from arts and sciences departments 
(19%) . 
Having worked in the business community was not a 
significant influence for the positive votes here either. In 
fagt a slightly higher percentage of those with no business 
background strongly agreed (55%) vs. (41%) of those with 
business experience. However, both categories were almost 
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identical: 72% of those with and 73% of those without 
business experience agreed that colleges and universities, in 
general, should be involved with outreach. 
Whether or not the respondents had faculty or 
administrative experience did not affect their responses. 
Also, there was a slight difference in responses to this 
factor based on age. Agreeing to this factor where 82% of 
the youngest respondents (28-39 years of age) and 64% of the 
second oldest respondents (50-59 years of age), showing the 
most divergence in this category. 
There was, however, some difference in how public and 
private institutions responded to this factor (1). of those 
that agreed, 65 percent of the respondents worked in public 
institutions and 83 percent worked in independent 
institutions. Whether or not these respondents worked in 
institutions with outreach programs made little difference. 
As well, of those with institutional outreach programs 49% 
strongly agreed, and 32% agreed to this statement while 11% 
are uncertain. 38% of those in institutions with no outreach 
programs strongly agreed and 5% agreed. However, as would be 
expected, 29% were unsure and 29% disagreed. 
Whether or not respondents had taught outreach programs 
had some influence on the responses to Factor 1: 91% of 
those with outreach teaching experiences agreed while 63% of 
those with no outreach teaching experience agreed. Overall, 
however, there was little significance here given that only 
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26% of the respondents had outreach experience. it is a 
positive view, however, that a majority of even those 
without previous experience were in favor of this outreach 
concept. 
Although there seemed to be a little reluctance on the 
part of arts and sciences departments to this outreach 
concept, it could be due to a possible limited exposure to 
business that is an inhibitor. Given the successful examples 
of liberal arts programs provided to the business community, 
it is not unreasonable to believe that arts and sciences 
departments would be in favor with increased awareness. 
In almost every case it is clear that this study could 
document any substantial obstacle to working with 
business through the on-site outreach format nor was there 
any clear indication that any underlying anti-business 
sentiment exists. What is clear, based on the percentages of 
"uncertain" responses, is that there may be a lack of 
understanding of the outreach concept and relationships 
between business and education in general. The majority of 
respondents in every category did not feel there was anything 
demeaning or inhibiting about teaching at a business site. As 
well, there was never a majority in any category that felt 
there was more prestige in teaching on campus as compared to 
a business site. The only difference in this category came 
in comparisons based on age: 48 percent of the youngest 
group (28-39 years) felt there was more prestige on campus as 
208 
compared to 21% of the second to oldest group (40-49 years). 
Another discreponcy was seen in responses to whether or 
not "shadow institutions" were a threat to traditional 
education. As might be expected of the tenured faculty, only 
48% agreed, while possibly feeling less secure, 62% of the 
non-tenured faculty agreed. When the age factor is 
considered there was some discrepency between the youngest ' 
group where 26% agreed and the other two groups where 52% and 
57%, respectively, agreed. As might be expected, a 
significantly higher percentage of those in institutions 
which provide outreach programs as compared with their 
counterparts agreed that a threat was evident (59% and 32% 
respectively). 
In response to whether or not business should have an 
influence on program design, content and method of delivery 
there was some uncertainty expressed and more disagreement 
than agreement on the parts of administrators (24% agreed, 
51% disagreed) and chairpersons (29% agreed and 50% 
disagreed) than on the part of faculty (50% agreed and 38% 
disagreed). Slightly more non-tenured than tenured faculty 
disagreed (50% and’ 41% respectively) with no significant 
difference between type of department. A substantial number 
more respondents with first undergraduate degrees in business 
disagreed (61%) as compared to 48% in arts and sciences and 
36% in education. Yet it was the group with no experience in 
working in business agreeing by a substantial margin (42%) 
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over those with business background (28%). However, there 
was little difference between departments and a slightly 
higher percentage with faculty background agreeing than those 
without faculty backgrounds. More public institutions than 
independent institutions expressed uncertainty (25% and 12% 
respectively) and age of departments played only a small 
role. 
The reasons why "shadow institutions" evolved seemed 
much clearer to administrators (57%), only by a slight margin 
over faculty (49%) and a substantial margin over chairpersons 
(11%). Slightly more in arts and science departments agreed 
(48%) as compared to those in business departments (31%) and 
slightly more with faculty backgrounds than those without 
agreed. On the other hand a substantial number of those with 
administrative backgrounds agreed (50%) as compared with 
those without administrative backgrounds (35%). A fairly 
substantial margin was evident in response when first 
graduate degrees were entered into the equation with 
education and arts and science degrees (58% and 48% 
respectively) far outweighing those with business degrees 
(29%) in agreement. 
On the issue of college education eroding over recent 
years, a high margin were in agreement with faculty leading 
(62%) followed by administrators (49%) and chairpersons 
(34%). Tenured respondents trailed non-tenured by a large 
margin (46% and 62% respectively) and a large margin of 
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business departments (69%) over arts and sciences (43%) 
agreed. The largest discrepency exists between those 
respondents with business experience and those without. 
Respondents with business experience agree far more heavily 
than those without (63% and 28% respectively) possibly 
reflecting experience working with college graduates in a 
work setting; and those with faculty backgrounds agreeing far 
more frequently than those without (50% and 38% respectively) 
possibly reflecting experience with the decline in language 
and math competency. Age plays some role here with 57% of 
the 40-59 years group agreeing more often than the rest and 
the youngest group agreeing the least (30%). 
An overwhelming majority of administrators, chairpersons 
and faculty agreed (57%, 56% and 72% respectively) that 
college educators are responsible for preparing students for 
employment, with a substantial number more agreeing from the 
business departments (76%) than from arts and sciences (50%). 
As well, those with outreach experience agreed (72%) much 
more heavily than those respondents with none (57%) although 
a majority in both groups agreed. However, when it comes to 
giving credit for on-the-job training there was a significant 
difference in opinion when the tenure of respondents is taken 
into consideration, with non-tenured respondents (61%) 
agreeing by a substantial margin over tenured (41%). Also, a 
small margin more arts and sciences department respondents 
than respondents from business departments (46% and 38% 
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respectively) agreed. An interesting contrast occurred in 
the comparison between respondents with and without business 
backgrounds to this question, where those without were 
substantially more in favor than those with (62% and 36% 
respectively) possibly reflecting working knowledge of 
on-the-job training. Again, those within outreach 
institutions agreed by a higher percentage than their 
counterparts, (51% and 36% respectively). 
There was a great deal of uncertainty in relation to how 
businesses related to educational institutions. As would be 
expected the administrators were largely in agreement (81%) 
that universities could only benefit from a healthy 
relationship with business. As well the majority of 
chairpersons (56%) and faculty (71%) concurred; yet, 
chairpersons and faculty indicated a high percentage of 
uncertainty (40% and 29% respectively) as well. A 
significantly higher percentage of respondents from business 
departments agreed (82%) as compared to those from arts and 
sciences departments (59%). It was not that the arts and 
sciences departments disagreed, however, they showed a high 
percentage of uncertainty (32%) with a bare minimum 
disagreeing (9%). Also, many more respondents from public 
institutions showed uncertainty (31%) (not disagreement) than 
their independent counterparts (12%). Again a very 
significant amount of uncertainty crops up with respect to 
respondents from institutions which do not offer outreach 
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programs 
(17%). 
(43%) as compared to those from 
institutions that do 
Finally, in response to whether industries would be more 
generous donors due to outreach activity, a majority of 
respondents agreed with a slight edge given to faculty (61%). 
Again, however, the uncertainty to this factor was high among 
administrators (27%), chairpersons (36%) and faculty (32%) 
equally. This uncertainty was seen in those respondents from 
business departments (38%) as well as by those with first 
degrees in business (35%) possibly reflecting an overall lack 
of awareness by business schools of the impact of outreach 
programs both from an educational and public relations point 
of view. Here also there was a significant number more arts 
and sciences graduates agreeing (81%) than their counterparts 
with business degrees (36%). As well, there was a 
significant difference between those respondents from 
institutions which provide outreach as compared to those from 
institutions with no outreach. Those from non-outreach 
institutions ranked significantly lower in agreement (41%) 
and significantly higher in uncertainty (41%) than their 
counterparts (60% and 28% respectively). 
In conclusion, it would seem evident that more 
communication and exposure to this model and the business 
community would probably solve a great many problems 
ecountered in the review of the literature. According to 
this study, schools are in favor of the outreach concept. 
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programming, yen th„ „ol ^ 
the areas dealing with application over theory. Por example 
there was little awareness among respondents in the area of 
fa°Ulty reluctance' ^e evolution of shadow institutions, 
healthy relationships and industrial gifts and support in 
general. 
There is no indication of anti-business attitudes nor 
any overall significant pockets of conservatism or 
liberalism. Also except for a few instances, faculty, 
chairpersons and administrators were not significantly 
opposed on a great number of issues. The findings of this 
research indicates there is more willingness on the part of 
educators to collaborate and cooperate with the business 
community than would seem evident given some of the criticism 
voiced by the business community. 
For example, much of the criticism of the schools not 
wanting the input of the business community in designing 
credit classes does not seem evident in this study. Although 
on an average 50 percent of administrators and chairpersons 
rejected the idea there were enough faculty who agreed (50 
percent), and enough unsure responses to indicate some real 
room for negotiation. 
This study would lead one to believe that a great deal 
of the problems might be in the area of communication and 
problems of delivery based on priorities. One of the big 
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mistakes in the recent past, according to this writer, is in 
shifting from a centralized to a decentralized adult and 
continuing education system in colleges throughout the 
nation. Without having a central clearinghouse conducted by 
professional adult educators whose main training and goal is 
to deal with continuing education students in the business 
community, there is a confusion on the part of business of 
how to contact a college for help. Yet the decentralization 
issue is based on infighting at the university level where 
control and turf issues remain a big problem. A mechanism 
should be set up to ameliorate these internal concerns for 
the long range benefits of both education and business. 
There is a great deal of concern about the quality of 
our educational system both on a national and local level 
today. A great deal of reemphasis on the basics and quality 
control is evident throughout the entire range of public and 
private education. Although this reshifting of energy will 
take a great deal of time, it is a positive move and will be 
a great help to business which feels it is losing the 
competitive edge to countries with strong educational 
philosophies such as Japan. 
This study will be of great importance in the effort to 
get businesses and educators working more closely together. 
Since there is so little written about how educators feel 
about the relationship between these two partners, this 
writer hopes there will be more studies like this done in 
\ 
other states to prove that each part 
satisfying results with more effort 
ner can achieve mutual 
in opening the channel 
of communciation. 
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CHAPTER V 
CONCLUSION FOR THE FUTURE 
The traditional concept that education takes place 
before one takes a job and starts a career is being replaced 
by the process of life long learning interspersed with 
working and social commitments. Also, the assumption that 
education takes place at one location and work at another is 
being replaced with workplace education conducted by the 
employer for the benefit of the company and the long-range 
plans of the employee. As well, the notion that all 
education takes place in a classroom setting is being 
replaced by a combination of experience and on-the-job 
training being recognized for academic credit in addition to 
credits earned in a formal classroom setting. The concept 
that a learning instructor is one person and a company 
supervisor is another has been giving way to the condition 
that sometimes the company supervisor (some even with 
doctorates) can be both. The tradition that campuses are 
primarily a place for non-working teenage undergraduate 
students has been changing as well. Now more than ever 
before, it seems there are many younger and older working 
students sharing classrooms at all hours of day and night. 
The old rule that colleges provide quality education for 
credit and degrees and companies just provide non-credit 
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training for specific company goals has been rapidly 
changing. Colleges and companies both provide non-credit 
training as well as credit courses leading to undergraduate 
and graduate degrees. The concept that faculty only teach on 
campus and business people only share their talents with 
other business people in a business setting has been changing 
rapidly to include both practitioners in each other's 
setting. With a host of many more shattered traditional 
assumptions is that business is the only industry preoccupied 
with finance, marketing and customer satisfaction has given 
way to include education to some extent as well. 
It seems business and education are sharing many of the 
same goals, objectives and to some extent overlapping 
functions than ever before. There could even come a day when 
a logical extension of this relationship will see most of the 
distinctions between the once separate worlds vanish 
altogether, sharing resources for a common goal. They now 
share research, facilities, human resources and even 
management techniques. Universities might better keep up 
with the fast pace of industrial technology by sending 
students to corporate schools for certain classes. On the 
other hand, self-contained company colleges might be well 
suited for students who need more convenient times and places 
for classes, a more direct career path, up-to-date 
state-of-the-art technology and more applied study rather 
than theoretical concepts. This, however, might be a 
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limiting experience for those students who would like an 
education less tied to corporate needs, an education which 
allowed room for career exploration, and more diverse social 
contacts. 
A meaningful partnership in any case should seek to 
capitalize on what each can do best in a cooperative effort 
for the ultimate benefit of the student. The relationship 
between the company and university could take any number of 
forms including any combination of supplying student, money, 
equipment, faculty and student incentives. Whatever the 
configuration of the partnership there is a definite interest 
on the part of business to obtain education and training from 
colleges and universities as a recent survey conducted by the 
College Board for the University of Massachusetts showed 
(Brickell and Aslanian, 1981, p. 3). From these partnerships 
might evolve the classrooms of the future where 
non-traditional instructors, methods of instruction, 
classrooms and facilities, methods of granting credits and 
degrees, research and development and marketing of courses 
will be the rule not the exception. But for now there is an 
opportunity for a traditional working relationship to take 
place. There are a great number of businesses ready, willing 
and waiting to offer supplies, tuition, space, equipment and 
incentives for their workers so that colleges may start 
offering traditional courses in English, mathematics, 
psychology, management and computer training at company sites 
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according to the College Board study. Yet, even colleges 
that are aware of this are cautious having their own 
traditions, missions and self-images to protect. However, 
colleges that want to work with companies will have to "seek 
company business, study company needs, adjust curriculum 
content, modify time schedules, teaching exceedingly well..." 
(Brickell and Aslanian, 1981, p. 3). 
Responding to the educational needs of working adults at 
their business sites requires institutional adjustments and 
realignments and above all campus leadership to promote 
cooperation between their institutions and other 
organizations. Several national studies and surveys indicate 
there are a large number of business firms, unions, 
government agencies and associations that need the support of 
continuing education for their employees from our 
universities and colleges. Colleges and universities must 
become better prepared to assess these needs, diagnose the 
problems and propose solutions. In all, however, the process 
should never diminish the standards of established 
educational quality. In order to maintain existing quality, 
those colleges and universities interested in on-site 
education in the business community must devise a mechanism 
to assess their ability to effectively undertake employee 
educational programs. 
One thing to remember is business is not asking for 
anything exotic but merely the basics with possibly a few 
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modifications. Never before has there been a more vital need 
for a relationship between formal education and the 
problem-solving arenas in the world of work. There has never 
been a better opportunity to combine the best of our human 
intellectual talents with the most sophisticated technology 
for education. 
As William M. Birenbaum, president of Antioch University 
put it. Colleges and universities must confront the future 
on its own term, not those of the past" (1981). There are 
several ways to move forward and reshape delivery systems to 
be more effective and responsive to the future oriented needs 
of our society. Programs should be started that reward the 
mobilization of human talent and technological resources 
encouraging collaboration and cooperation among colleges, 
universities and the world of business and industry. These 
programs should explore the educational potential in the work 
place and the implications of the work experience for the 
curricular framework on campuses. 
Federal policy should encourage and support state policy 
in the development of linkages between campuses and 
corporations. States should become more aware of their 
educational resources and promote them when working with the 
development of the business community. Colleges and 
universities should encourage the federal government to 
establish clear, supportive educational policy in regard to 
public and private educational initiatives. Most colleges 
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and universities in this country can survive by maintaining 
their present posture. Yet there is a great challenge in 
shaping this country that should not be ignored. Those 
traditional institutions that seek an exciting future will 
have to find a way to harness their opportunities and genius 
to invent better more flexible institutions and systems to 
meet the exciting challenge for the future. We must work to 
preserve tradition and quality without overlooking the 
emerging needs of society. Dr. Cross put it this way: 
"A few people in our society are clear in their own 
minds that education must stand firm in the protection of 
traditional, values, while others are equally convinced that 
meeting the new clientele wherever they are is paramount. 
Most of us, however, want to have our cake and eat it too. 
We want education to do for the new populations what it has 
done for the old. Presumably, we mean maintaining 
recognized, or at least recognizable, standards while 
responding to the special needs of the new populations. Easy 
to say, but not easy to do" (Cross, 1982, p. 2). 
Adult and continuing education must be integrated into 
our college and university long-range planning, something 
which is not always done today. According to a study 
conducted by the Massachusetts Advisory Council on Education 
"adult and continuing education has been largely subordinated 
to full-time day programs. There appears to be a significant 
failure on the part of full-time day faculty, to understand 
adult education needs" (Baker, 1973). 
Business leaders have continually stressed that since 
the economy is dependent on a well educated work force, it is 
essential that colleges and universities not only maintain 
strong programs in the traditional liberal arts fields but 
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also expand, improve and develop technologically oriented 
programs and fields of study. On the other hand businesses 
should understand that in order to comply with their 
requests, in an austere economy, schools will need more 
financial support to underwrite the costs of some programs. 
For exmaple, John Duff, chancellor of the Massachusetts Board 
of Regents of Higher Education, estimated that it would cost 
over $7 million dollars during 1982-83 and approximately $2 
million dollars each year thereafter for four years if the 
three Massachusetts Universities are ever to restore and then 
maintain laboratory and computer equipment quality (Useem, 
1982). 
Adult learners will be in a buyer's market in the 
future, according to a "Societal Trends Survey" conducted by 
the College Board. The study predicts that enrollment of 
adult part-time learners in colleges and universities will 
offset the decline in full-time students only if colleges 
compete with non-traditional programs in quality, diversity, 
and cost (Glover, 1979). 
Prominent, outspoken educators agree that colleges and 
universities should be working to correct what Ernest Boyer 
(1980) calls the "plantation mentality", which has been a 
major obstacle in developing relationships with the outside 
world. Pat Cross notes that there is a need for universities 
to establish "mutually supportive partnerships with industry 
in an effort to offset declines in higher education. Dr. 
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Cross adds that educators need not fear competition from 
business as long as quality is recognizable (AAHE, 1981). As 
well, former labor secretary John T. Dunlop believes that 
education must build linkages to business and labor. Dunlop, 
a professor at the Harvard School of Business, advises 
helping business think through problems and "restore the 
dignity of the working world with the academy" (AAHE, 1981). 
It is evident that there is an opportunity for colleges 
and universities to influence some of the activity taking 
place in the business community by working with business in 
more creative ways. Outreach is one way to provide 
educational opportunities for employees, provide a creative 
service to the businesses, keep faculty in touch with the 
"real world", and show some concern for the business 
environment. It is a way to be actively involved in the 
business community as an institution, beyond the activities 
of development and cooperative job placement departments. It 
creates an avenue for dialogue between the teachers and 
students who represent the host business as a collective 
audience. The school is invited into the day to day business 
through classroom discussions and activities. It is common 
for the department or the teacher to be invited back to the 
business to advise the company from a point of expertise. 
From this writer's extensive experience in the area of 
continuing education for business, colleges also benefit from 
this activity in other ways. Businesses have given more 
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money and support to schools that help them in a practical 
way. Also, this type of classroom delivery becomes an access 
route to the university for new students who might have never 
started a program or not have chosen one particular school 
over another. The convenience of having the classes 
available in-house rewards the student in at least two ways. 
It requires less preparation both in registering for and 
driving to classes and the psychological battle of whether or 
not to take classes is easier to win when fellow employees 
are visibly signing up for classes. 
Even though this is not a new activity there is little 
written on the subject. The literature review did not reveal 
any substantial articles about outreach programs and few 
about the opinions and attitudes of faculty and 
administrators directly relating to the activity or toward 
business in general. At a recent summer school session at 
Harvard, this writer had the opportunity to talk to some well 
known figures writing about business and education linkages 
including Drs. Pat Cross, Terry Deal, Fred Jacobs, Robert 
Hahn and spoke with adult educators from all over the world. 
None knew of anything written specifically on this subject. 
Numerous literature searches at University of Massachusetts, 
Harvard University and Fairfield University revealed nothing 
of substance. 
The aging of America can be an advantage to universities 
that typically served the younger undergraduates. 
rs 
Demographic projections clearly show that the baby boome 
are in their 20's and 30's, and working in our corporation 
and businesses. At the same time there are fewer young 
people for corporations to recruit leaving an enormous 
opportunity for colleges to meet the increasing needs for 
retraining and continuing education of the existing labor 
force. 
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As corporations commit more resources to longer range 
human resource development educational planning, there will 
be more, not less, opportunity for colleges to cooperate and 
collaborate. The broadening of corporate human development 
objectives to include longer range goals and the expressed 
needs of corporations for more broadly educated employees and 
the availability of tuition assistance programs and in some 
professions the need for compulsory reeducation makes for a 
perfect opportunity for dialogue with educational 
institutions. "Educational institutions and corporations 
could work togther to identify various instructional 
activities of potential interest within this broad context, 
and make arrangements for these to be offered at convenient 
times and locations" (Lynton, 1981, p. 11). 
Work place education is only a continuation in a 
life-long process of education for corporate employees, 
especially managers. According to Boris Yavitz, dean of the 
Graudate School of.Business at Columbia University, 
management education can no longer be done at one time, in 
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one place, by one method, but must be viewed as a continual 
process •'which starts with elementary education and weaves 
its way through the college, university, professional school, 
the work place, the executive seminar, and the corporate 
training program." According to Yavitz, business schools are 
ready to admit they are not all there is to the educational 
universe. They still have a leadership role to play, 
however, but to do so he suggests two important changes in 
their traditional attitudes: 
1. Assess what pieces they perform best in the management 
education process. 
2. Cooperate more closely with corporations in the 
management development prodess (Yavitz, 1982). 
In a survey of 110 professional assocations and 136 
universities to investigate the extent of collaboration 
between the two and problems encountered, some significant 
statistics were revealed. "Among the associations, 48 
percent reported turf definition problems..., 36 percent 
found the university hierarchy too complex for effective 
decision making,* 25 percent said that university business 
procedures were inadequate..., and 10 percent stated the 
unprofessional faculty behavior was at fault... For their 
part, 43 percent of the universities also reported problems 
with defining turf...; 36 percent said they had difficulty 
with dorm accommodations...; and 26 percent found that costs 
were higher than expected" (Nowlen and Stern, 1981, p. 21). 
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Other factors that work against collaboration according 
to the study included ^university policies on faculty 
participation in continuing education generally do not 
require faculty involvement" in load, "but restrictive 
compensation rules provide little incentive for extra 
teaching service." As a result, it was easier for faculty to 
circumvent their institutions and work directly with the 
associations and it was easier for universities to hire 
outside faculty for professional education courses. "The net 
effect of such policies is the loss of the institution's 
potential role in continuing professional education and the 
strengthening of other providers instead..." (Nowlen and 
Stern, 1981). If this goes on, if universities or the whole 
faculty do not exert some sort of regulatory control, "we 
never achieve any kind of satisfactory relationship with 
professional societies" (Nowlen and Stern, 1981). 
Ernest L. Boyer, president of the Carnegie Foundation 
for the Advancement of Teaching, put it another way. He said 
the nation's colleges and universities are not as creative as 
they could be and are "tired living on the intellectual 
legacy of the past." He goes on to say today's academic 
leaders are not involved in fostering culture, instead they 
are "consumed by process, preoccupied with the politics of 
management of education." He says college presidents no 
longer see themselves as decisionmakers "who can move from 
ideas to constructive action, but as cogs in a big machine. 
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Boyer states that when institutions lose integrity people 
stop thinking freely." The time Cor imagining is lost. a 
sense of powerlessness sets in. New ideas are snuffed out. 
And universities become 
lifeless, uncreative institutions - just another regulated 
industry" (Boyer, 1980). 
In a study conducted in 1977 by the American Society for 
Training and Development to identify barriers to worker 
participation in education, 910 workers responded to a 16 
page questionnaire. In this study 30 percent said schools do 
not offer courses at a convenient time and location. As a 
result one recommendation that was made was to "Improve the 
linkage between the work site and educational instituitons: 
investigate ways of making their schedules more flexible to 
accommodate workers; cooperate in offering educational 
programs at the work site" (Charner, 1980). 
A solution is at hand and obvious progress is being made 
to close the gap between the educational needs of business 
and society in general and the current and future educational 
delivery systems of established institutions of higher 
education in this country. This can be done without 
diminishing quality or demeaning tradition. The key issue is 
open and continuous communications between government, 
business and education. 
REFERENCES 
Laborh £ tdu=atlor> Partnerships Urged with Business, 
for u; fhraS' report on the American Association 
991 Am*"- f10n'6 National Conference on March 6, 
igfi' f- ^an Associate for Higher Education. March 6, 
Baker, Curtis 0. Continuing Education: A Key Bay State 
?lannj-ng For Higher Education, December. 1971 
l5/6 ) . — 
Barnard, Chester I. Organization and Management, Cambridge 
MA: Harvard University Press, 1948. 
Birenbaum, William M. Forward to the Basics. Chronicle of 
Higher Education, December 3, 1979. -- 
Boyer Assails Lack of Creativity by Tired Universities. 
Higher Education and National Affairs, November 21 
1980, 29 (38), 4-5. 
Brickell, Henry M. and Aslanian, Carol B. On Beyond 
Alliances? The New Reality for Companies," The Colleqe 
Board Review, Fall, 1981, 121, pp. 3-6. 
Brockman, Bennett, A. (Ed.) A Conference on Higher Education 
and Connecticut's Economy^ Proceedings, Wesleyan 
University Conference, Middletown, CT: April 27, 1982. 
Broderick, Richard. Why Can't Business and Education Get 
Together, Training, March, 1982, (19), 28. 
Bunke, Harvey, C. Anti-Business Sentiments and the 
Intellectual Community. Business Horizons, 1981, 24, 
(5), pp. 2-8. 
State of Connecticut, Department of Education. Education and 
Work: A Guide for the 80's, 1981. 
State of Connecticut, Department of Education. Educating for 
Employment, 1980. 
State of Connecticut. Report of the Governor's Commission on 
Higher Education and the Economy, 1982. 
Charner, Ivan. Investing in Your Employees' Future. 
Training and Development Journal, May 1980, 34 (5), 
101-104. 
229 
230 
Chickering, Arthur W. 
American College: 
Diverse StTTdents 
Jossey-Bass Inc.- 
(Ed.) and Associates. 
Responding to the New 
and Changing Societ^TT- 
Publishers^ T980^ 
The Modern 
Realities of 
San Francisco: 
Chronicle of Higher Education, April 7, 1982. 
Clark, Harold F. and Sloan, Harold S. 
Factories: An Account of Educat 
Conducted by American-Industry.~ 
University Press, 1958. 
Classrooms in the 
ional Activities 
New York: New York 
Clark, Harold F. and Sloan, Harold S. __ 
Street’ ^L^ggount of Specialty s3K5olsTn°thP 
■^^4- HP v- cH, T.T_-I ^ Z - ------ 
Classrooms on Main 
States that Train for Work and Leisure. 
Teachers College Press, 1966.  
New York: 
Craig' Robert L*' and Evers' Christina, J. Employers as 
Educators: The Shadow Education System. in Gerard G. 
Gold (Ed.), Business and Higher Education: Toward New 
Alliance. Washington, D.C.: Jossey-Bass, 1981.- 
Cross, K. Patricia. "Continuing Higher Education in the 
1980's." A paper presented by Dr. Cross at a meetinq of 
Region IV, Association for Continuing Higher Educatinn. 
October 15, 1982. — " - 
Cross, K. Patricia. New Frontiers for Higher Education: 
Business and Professions. Current Issues in Higher 
Education, American Association for Higher Education 
Monograph, 1981, Nck Y. ~ 
Cross, K. Patricia. "Two Scenarios for higher Education's 
Future. American Association for Higher Education 
Bulletin, September, 1980, 33 (1), p. 1. 
Cubberly, Ellwood P. The History of Education. Boston: 
Houghton Miffin Co., 1948. 
DiBiaggio, John A. Connecticut's Colleges and Corporations: 
It's Time For Silent Partners To Speak Out. In B.A. 
Brockman (Ed.), A Conference on Higher Education and 
Connecticut's Economy. Proceedings, Wesleyan University 
Conference, Middletown, CT: April 27, 1982. 
Earning an Undergraduate Degree at the Plant. Business Week, 
August 4, 1980, p. 76. 
Ely, Mary L. (Ed.). Handbook of Adult Education in the 
United States. New York: Institute of Adult Education, 
1948. 
231 
Evans, Fred J. 
Ideology. 
40-47. 
Academics, The New Class, and 
Business Horizons, Nov./Dec. 
Anti-Business 
1981, 24 (5), 
Fcrrrn, Richard I. and Arbeiter, Solomon. Bridging the Gin- 
—oL_MHgation-to-Work Linkages. a Final Report" 
prepared by the College Entrance ETESKination Board ?or 
the education and Work Group, National Institute of 
Board!"11975 ^ C°llege Entrance Examination 
dasgow^ Norma F. In B.A. Brockman (ED.), a Conference on 
Higher Education and Connecticut’s Economy. Proceeding 
esleyan University Conference, Middltown, CT* April 
27, 1982. F 1 
Glover ^Robert. Alternative Scenarios of the American Future 
1980-2000. New York: Future Directions for a Learning 
Society, The College Board, 1979. 
Gold, Gerard G. (Ed.). Business and Higher Education: 
Toward New Alliances (No. 13). Washington, D.C.: 
Jossey-Bass, Inc., Publishers, September 1981. 
Gold, Geyard G. Toward Business - Higher Education 
In Gerard G. Gold (Ed.), Business and Higher 
Education: Toward New Alliances (No. 13). 
Harrington, Fred Harvey. The Future of Adult Education. San 
Francisco: Jossey-Bass^ Inc., 1977. 
Harris, Milton. The Interface Between University and 
Industry Must be Penetrated Swiftly - In The National 
Interest. Research Management, 1968, II (3), 159-165. 
University of Hartford. From an unpublished survey conducted 
by the Division of Adult Eduational Services, University 
of Hartford, Hartford, CT 1981. 
Hass, Henry B. Today's Circumstances Provide Unprecedented 
Opportunities for Development in Industry Academe 
Cooperation. Research Management, 1968, II (3), 
153-158. 
Horn, Francis. 
Industry. 
Relations of Higher Education to Business and 
Education Forum, November, 1961, 26, 87-92. 
Houle, Cyril O. 
Francisco: 
Continuing Learning in the Professions. 
Josey-Bass, Inc. Publishers, 1980. 
San 
232 
Jacobs, Frederic. A University-Employer Collaboration- The 
University of Pennsylvania and INA. Case Study Written 
for the harvard University Institute foF"the Man^m^ 
of Lifelong Learning? IQRb ----—nent 
Johnson Elinima C. and Tornatzky, Louis G. Academia and 
industrial Innovation. in Gerard G. Gold (Ed.) 
j3usiness and Higher Education: Toward New Alliances 
(No. 13). Washington, D.C.: Jossey-Bass, Inc. , 
publishers, September, 1981. 
Keeton, Morris. Defining and Assuring Quality in 
Experiential Learning. Issues in Hiqher Education, 
October, 1979, 3, pp. 12 2-19. ~- 
Klevins, Chester, (Ed.). Materials & Methods In Continuing 
Education. Canogo Park, CA: 1976. 
Knowles, malcolm S. A History of the Adult Education 
Movement in the United States" New York: Robert E. 
Krieger Publishing Co., 1976. 
Knowles, Malcolm S. (Ed.). Handbook of Adult Education in 
the United States. Adult Education Association of the 
U.S.A., Chicago: Adult Education of the U.S.A., 1960. 
Kreisberg, Luisa. A New Fringe Benefit: A College Degree. 
National Report for Training and Development, September 
12, 1980, pp. 2-3. 
Kreitlow, Burton W. Research and Theory. In Robert Smith 
(Ed.), Handbook of Adult Education in the United States, 
New York: Collier-MacMillan, 1970. 
Kyle, Regina M. partners in Economic Development. In Gerard 
G. Gold (Ed.), Business and Higher Education: Toward 
New Alliances (No. 13). Washington, D.C.: Jossey-Bass, 
Inc., Publishers, September, 1981. 
Lee, Calvin B.T. New Alliances Between Higher Education and 
the Non-Collegiate Sector. A paper presented at the 
Associaton for Continuing Higher Education (Region I, 
II,III) Conference, Mohonk, New York, April 5, 1981. 
(Mimeograph). • 
Liveright, A.S. A Study of Adult Education in the United 
States. Boston: Center for the study of Liberal 
Education for Adults, 1968. 
233 
Liveright, A.A. Adult Education in Colleges and 
Universities. in Malcolm S. Knowles (fj ) u 
Mult^ducation in the United States. Ch Adult ' 
Education of the U. S . A. , T960^- g Aclult 
Lynton Brnest A. a Roie for Colleges in Corporate Training 
New York ?henc; Education. 9 iNew York. The Conference Board, 1977. 
Lynton, Ernest 
Training. 
Education: 
Jossey-Bass, 1981 
A. Colleges, Universities, and Corporate 
^ Gerard G. Gold (Ed.), Business and Hiaher 
Toward New Alliances. Washington, D.C.:- 
B 
Lynton, Ernest A. The Role of Colleges and Universities In 
g£EPorate Education. University of Massachusetts, 
eor.st^dies in Policy and The Public Interest, 
1980 (rerpint) . p. H, pp. 18-19. 
Lusterman, Seymour. Education In Industry. New York* Th<=> 
Conference Board, 19T7~. ~ 
Lusterman, S. and Gorlin,- H. Educating Students for Work: 
Some Business Roles. New York: The Conference Board. 
1980. 
Malott, R.H. Corporate Support of Education: Some Strings 
Attached. Harvard Business Review, Julv. 1978. 56. 
133-138. “ — 
Mann, Charles R. Education For More Than A Job. Journal of 
Adult Education, February 1929, 1, 56. 
Maxwell, John F. Who Will Provide Continuing Education for 
Professionals? American Association For Higher 
Education Bulletin, December 1980, 33, (4) , p. 6. 
McGarrahy, John J. and Reilly, Kevin P. College Credit for 
Corporate Training. In Gerard G. Gold (Ed.), Business 
and Higher Education: Toward New Alliances (No~! 13) . 
Washington, D.C.: Jossey-Bass, Inc., Publisher, 
September 1981. 
McGehee, William and Thayer, Paul W. Training in Business 
and Industry. New York: John Wiley & Stons, Inc., 
1961. 
Mollenhauer, Emery C. Off Campus Credit Courses and 
Programs: Some Observations. Continuing Higher 
Education, Monograph of the Association for Continuing 
Higher Education, Winter 1982, 3C), (1), 16-21. 
234 
Moore, Ann H. , Settle, Theodore T., and Skinner, Patricia A 
Strengthening College/Company Corporation: An Ohio 
erspective. A paper prepared Cor presentation at the 
National University Continuing Education Association- 
^Region VI) Conference, Las Vegas. Nevada,~OctobFTF— 
10-13/ 1982 ^ TMiineographT^ 
Morton, John R. University Extension in the United States. 
Birmingham: University of Alabama Press, 1953. 
Nadler, Leonard. Business and Industry. In Robert Smith 
(Ed.), Handbook of Adult Education in the United States. 
New York: Collier-Macmi1lan, 1970. ’ 
Nation's Business. July, 1982. 
National Report for Training and Development. American 
Society for Training and Development, June 15, 1979, 
Vol. 5, No. 7. 
National Report for Training and Development. American 
Society for Training and Development, October 24, 1980. 
National Report for Training and Development. American 
Society for Training and Development, April 3, 1981, 7, 
> (7), 1. 
Nowlen, Philip N. and Stern, Milton R. Partnerships in 
Continuing Education for Professionals. Current Issues 
in Higher Education. Number 3, Washington D.C.: 
American Association For Higher Education, 1981. 
Ohio Board of Regents. Employer-sponsored Instruction: 
Focus on Ohio Business and Industry, Columbus, 1982. 
Peters, John M., Griffith, William S. and McClusky, Howard Y 
(Eds.). Building an Effective Adult Education 
Enterprise. Washington, D.C.: Jossey-Bass Publishers, 
1980. 
Phillips, Robert F. Higher Education and The Aetna 
Philosophy of Education and Training: Collaboration, 
Not Competition. In B.A. Brockman (Ed.), A Conference 
on Higher Education and Connecticut's Economy. 
Proceedings, Wesleyan University Conference, Middletown 
CT: April 27, 1982. 
Revitalizing The Corporate/College Communication Council. 
Corporate/College Communication Council Newsletter, 
1981. 
235 
Ricklefs, Roger. 
Work-Related 
1980, p. l. 
Back to School: More Executives Are 
Courses. The Wall Street .Tonm.i 
Taking 
March 3, 
“"l; E'H-i aresrAKaaiSSi. ^ihejinit^states. Chicago: Adult 
Ilosentreter, Frederick M. The Boundaries of the Campus: A 
^lstory of the University of Wisconsin M'^nsinn'- 
1885~1-—• Madison, Wisconsin: ThFTmiversity 
of Wisconsin Press, 1957. suy 
Ross,^Henry. Kean College Promotes Dialogue Between Carrions 
and Boardroom. Union, New Jersey, January 127~1981- 
(Seminar Newsletter). 
Ryan, Gerald. The Meeting of Town and Gown. Northeast 
Training New, August., 1980, pp. 8-18. 
Schneider, Karen A. Aetna Unveils Bid As College Partner. 
The Hartford Courant, April 28, 1982, p. C2. 
Serbein, Oscar N. Educational Activities of Business. 
Washington, D.C.: American Council on Education, 1961. 
Sevick, Stephanie. Corporations Seek Better Training. The 
Hartford Courant, December 17, 1980, p. A6. - 
Shannon, Theodore J. and Schoenfeld, Clarence A. University 
Extension. New York: The Center for Applied Research in 
Education, Inc., 1965. 
Smith, Gregory. Informing and Advising Americans at Work: 
Hard Evidence That it Matters and Works. National 
Center for Educational Brokering Bulletin, December 
1980, 5, (10). — 
Smith, Robert M. (Ed.). Handbook of Adult Education in the 
United States. New York: Collier-Macmillan, 1970. 
Splaver, Sarah. Nontraditional College Routes to Careers. 
New York: Simon and Schuster, Inc., 1975. 
Sproull, Robert L. The Industrial-Academic Interface: From 
the Academic Viewpoint. Research Management, 1969, 12, 
(3), 221-226. 
Stroback, Stephen, K. Business and Postsecondary Education 
Linkages. Training and Development Journal, December 
1976, 30, (12), 10. 
236 
Training Today, The Coming Battle: 
Training? Training Magazine, 
Who'll Control the 
March, 1983. 
Useem, Elizabeth. 
Case of Route 128. 
Education in A High Technology 
~r.-ZtZ-—Northeastern Unviersitv 
Cor the Interdisciplinary Study oE Education 
World: The 
Institute 
, June 1982. 
WelnS»!a2:_^UT*"c?- Employers as Sponsors. 
Anderson (Ed.), The Cost and Finance of 
m the United States. 
I~982. --- 
Lexington, MA: 
In R.E. 
Adult Education 
Lexington Books, 
Wilson, James W. Models For Collaboration: 
Work-Education Ties~^ Washington, D. C . 
for Training and Development, 1980. 
Developing 
American Society 
Yavitz, Boris. 
1982. 
Behavioral Science Newsletter, February 8, 
Youthwork^ Incorporated. Executive Summary - Evaluation of 
lh.! Sehoo! to Work Transition Program For Low-Inc^ 
A stuay ot private sector/education partnerships 
funded by a grant from the Edna McConnell Clark 
Foundation, 1982. 
APPENDIX 
237 
AV
ER
AG
E 
SC
HO
LA
ST
IC
 
A
PT
1T
LC
E 
TE
ST
 
SC
OR
ES
, 
CO
NN
EC
TI
CU
T 
FU
BL
IC
 
A
D
 
NA
TI
ON
AL
 
IN
ST
IT
U
TI
O
N
S,
 
19
73
-1
98
1 
2U8 
<v 
00 
c 03 
o 
C3 
<D 
DO ‘D 
<0 dl 
— ID 
— "O 
O 03 
0J U 3 
"O 
UJ 
<L> 
DO 
5? 
03 
<u — 
> 03 
t- C 
D O 
U 
(V OJ ^ 
o 
u i/> 
a; 
<L> 00 «✓) <0 u 
u — 
o 
03 
D ♦- — D 
tO O U 
APPENDIX II 
«rij:-jD;x u 2 10 
RATINGS OK RAT 1 ONAl.KS KOR GRANTING ACADEMIC RECOGNITION FOR 
NONRrONSORKI) KXI’K R1 I NTI Al. 1.1ARNING 
Primnv y 
R«lionnl_e Rat ionnlc 
Anci11 aiv 
Rationn1e 
Import ant 
hut not an 
Instituting 
Fnct or 
Not 
Relevant N 
College level learning should he 
recognized regardless of where 
it takes place. 66.02 22.32 9.72 1.92 103 
Adults should not he required to 
take courses meant to bring 'about 
learning they have already 
acquired. 66.0 20.6 8.7 6.9 103 
Nontraditional educational options 
and programs serve the diverse needs 
of students. 62.1 26.2 10.7 1.0 103 
Education should emphasize the learner; 
therefore an institution must determine 
what the learner knows in order to plan 
more effective learning. 37.9 33.0 25.2 3.9 103 
To maximize their resources ami to 
maintain their financial health, 
institutions must address the needs 
of new client ele . 35.0 26.2 26.3 16.6 103 
Competencies and skills gained through 
work experience should he recognized 
as creditable through the degree. 33.0 31.1 29.1 6.8 103 
Both theoretical and applied learn¬ 
ing is necessary for a person to 
be considered well-educated. 33.0 26.3 27.2 15.5 103 
The opportunity to obtain academic 
recognition for nonspousored learn¬ 
ing is one way to facilitate equal 
access to postsecondary education. 23.5 36.3 36.3 5.9 102 
Offering nontraditional options is a 
healthy challenge to educational insti¬ 
tutions and could prompt changes in 
traditional education and crediting 
practices. 19.8 36.6 31.7 11.9 101 
Analysis of 103 college and university respons-s to a 1study tv the Council 
for the Advancement of Experiential 1earnine(CA£l)askinp, "Why rive cr^fit for 
non-sponsored learning experiences?" 
APPENDIX III 
2'] 1 
questionnaire 
PERSONAL 
AGE:_ MALE:__FEMALE: 
MARRIED:_SINGLE:_ 
DEPARTMENT: 
BUSINESS_ 
ARTS & SCIENCES _ 
OTHER 
TENURED:_ 
NON-TENURED: 
2 12 
NUMBER OF FACULTY: TENURED • 
ADJUNCT: 
NON-TENURED: 
EMPLOYMENT: 
FOUR YEAR INSTITinTON__ ENDOWMENT: 
TWO YEAR INSTITUTION upav 
UNIVERSITY_ SIRONG: 
YOUR CURRENT POSITION: 
DEAN: NUMBER OF,YEARS: 
ASST. OR ASSOC. DEAN: NUMBER OF YEARS: 
ASST. TO DEAN: NUMBER OF YEARS: 
CHAIRMAN: NUMBER OF YEARS: 
DIRECTOR: NUMBER OF YEARS: 
FACULTY: NUMBER OF YEARS: 
OTHER: NUMBER OF TEARS: 
INSTITUTION: 
YOUR SCHOOL OFFERS: 
UNDERGRADUATE DEGREES: 
GRADUATE DEGREES:_ 
DOCTOPv.'iL DEGREES: 
AGE OF INSTT1UTT0N: 
AGE OF DEPARTMENT:_ 
.ARTS & SCIENCES: 
BUSINESS: 
TYPE OF INSTITUTION: PUBLIC: 
EDUCATION 
INDEPENDENT: 
YOUR OW UNDERGRADUATE DEGREES ARE IN: 
BUSINESS:__ 
EDUCATION:_ 
ARTS & SCIENCESj_ 
OTHER: 
SPECIFY 
YEAR RECEIVED 
YEAR RECEIVED 
YEAR RECEIVED 
YEAR RECEIVED 
YOUR CWN GRADUATE DEGREES .ARE IN: • SPECIFY 
BUSINESS:____ YEAR RECEIVED 
EDUCATION:___ YEAR RECEIVED 
ARTS 6c SCIENCES:__ YEAR RECEIVED 
arHER:___ YEAR RECEIVED 
PREVIOUS EXPERIENCE 
WHAT IS YOUR WORK EXPERIENCE IN THE FOLLOWING: 
NUMBER OF YEARS 
BUSINESS _ 
UNIVERSITY FACULTY  
UNIV. AEMINI STRATI ON_ 
OVERALL REACTION TO BUSINESS 
OVERALL REACTION TO EXPERIENCE 
Positive 12345 Negative 
Positive 12345 Negative 
Positive 12345 Negative 
Positive I 2 3 4 5 Negative 
DOES YOUR DEPARIMEMr CONDUCT ITS OWN CREDIT PROGRAMS AT BUSINESS SITES? YES NO 
DOES YOUR UNIVERSITY OFFER CREDIT PROGRAMS AT BUSINESS SITES? YES NO _ 
DOES YOUR DEPARTMENT COLLABORATE WITH A DIVISION OF CONTINUING EDUCATION TO OFFER CREDIT 
PROGRAMS AT BUSINESS SITES? YES_NO_ 
HAVE YOU EVER TAUGHT CREDIT PROGRAMS FOR VOIR PRESENT INSTITUTION AT A BUSINESS SITE? 
YES_NO_ 
OVERALL REACTION TO THIS EXPERIENCE, Positive 12345 Negative 
HAAE YOU E'ER TAUGHT CREDIT PROGRAMS FOR .ANOTHER INSTITUTION AT A BUSINESS SITE? 
YES_NO_ 
OVERALL REACTION TO THIS EXPERIENCE. Positive 1234 5 Negative 
OPINION SURVEY 
2 I I 
Pi rections: 
Please answer each of the following items from agree to disagree 
Circle only one number response per item. 
1. Universities and colleges in general should provide credit classes 
at business sites. 
Agree 1 2 3 4 5 Disagree 
2. The quality of education is as important to business as it is to 
us in higher education. 
Agree 12345 Disagree 
Faculty at the institution where I work are reluctant to teach credit 
classes at business sites. 
Agree 12345 Disagree 
4. Faculty at this institution would be less reluctant to teach credit ' 
classes at business sites if there were more incentives to do so. 
Agree 12345 Disagree 
5. Universities and colleges would not offer credit classes at business 
sites if these institutions did not need the money. 
Agree 12345 Disagree 
6. Business should have some influence over college credit program design, 
content, and method of delivery. 
Agree 12345 Disagree 
7. "Shadow institutions" (schools built and operated by private business) 
are a threat to traditional education. 
8. 
Agree 1 2 
The reasons why the 
Agree 1 2 
345 Disagree 
shadow institutions" 
345 Disagree 
evolved are clear. 
Opinion Survey 
2 15 
Page 2 
9. The quality of 
years. 
college and university education has eroded in recent 
Agree 12345 Disagree 
10. It is our responsibility as college educators 
for employment. 
to prepare students 
Agree 12345 Disagree 
LI. I feel comfortable giving college credit for on-the-job training. 
Agree 1 2 3 45 Disagree 
12. A healthy working relationship between my institution and the business 
community will help ensure the future survival of this institution. 
Agree 12345 Disagree 
13. The institution where I work should provide credit classes at business 
sites. 
Agree 12345 Disagree 
14. Teaching or providing credit classes at a business site is demeaning 
to the college educator. 
Agree 12345 Disagree 
15. There is more prestige in teaching on campus than at a business site. 
Agree 12345 Disagree 
16. Teaching in a corporate setting inhibits classroom freedom for faculty. 
Agree 12345 Disagree 
< 
17. Industries would be more generous donors to our educational institutions 
if on-site credit classes were made available to them. 
Agree 12345 Disagree 


